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ABSTRACT
Teacher turnover is a significant phenomenon and a dominant factor driving demand for
new teachers and, in turn, creating school staffing problems. Retaining teachers in the classroom
is critical to properly serve a growing and diverse student population. The purpose of this case
study was to investigate critical components that cause teachers to remain teaching in Title 1,
hard to staff schools and how their professional identities contribute to that decision. A
qualitative research design was used by conducting one interview with seven teachers employed
at a Title 1 elementary school in the Southwest portion of the United States.
The participants’ years of experience ranged from six to sixteen years. There was a
diverse range of age, experience, and schooling. Data was collected through interviews and audio
recorded. Each interview was approximately sixty to seventy-five minutes and was conducted
after contracted school hours away from the teacher’s school. Follow up questions and
clarifications were obtained from participants via email or text messages. Transcribed interviews
and follow up questions were analyzed using componential domain analysis and searched for a
cultural scene. The purpose of using this method was to look for patterns of behaviors from each
interview to create new knowledge based on the findings.
The findings are presented by answering three separate questions and using a domain
analysis and a dimension of contrast to investigate teachers as individuals, groups, and subgroups
based on how many years they have been teaching. The themes were consistent and substantial
during the interviews and analysis. There were five recurrent themes about reasons the teachers
remained teaching at a Title 1 school: Teachers Support, Recognition, Perseverance,
Relationships, and Commitment. There were also five recurrent themes about the teachers’
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identity construction: Positive Perception, Negative Perception, Feelings, Self-Image, and
Commitment. Reasons teachers stay and professional identity support one another as factors for
teacher retention in a Title 1, hard to staff school. The results of this study indicate the
importance of administrators providing a positive school climate where teachers feel supported
and respected at their school. Teacher identity as a simple solution for teacher retention was
examined and found to have an influence on retaining teachers in Title 1, hard to staff schools.
Results showed the importance of relationships in the retention and growth of teachers and the
personal nature of the teaching profession.
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CHAPTER I

The inability of schools to adequately staff classrooms with qualified teachers has been
identified as a major educational issue. The teacher shortage is caused by early attrition of
teachers and by insufficient numbers of people entering the profession. In times of the teacher
shortage, departments of education may issue temporary teaching credentials to those individuals
unprepared for the challenges of full-time teaching. Such practices may cause issues in teacher
retention. Despite teacher attrition and teacher shortage statistics, many teachers remain in the
profession even under the most difficult of circumstances.
Teacher shortage generates high demand for new teachers and creates school staffing
problems. According to the United States Department of Education, 2016, “teacher shortage
area” refers to an area of specific grade, subject matter or discipline classification, or a
geographic area which the Secretary of Education determines that to have an inadequate supply
of elementary or secondary school teachers. As Ingersoll and Kralik (2004) point out, the sheer
size of the teaching force coupled with its annual turnover rate (about 14%) means that almost
one third of the teacher workforce (more than one million teachers) move into, out of, or between
schools in any given year. Researchers and policymakers have found that severe teacher
shortages negatively impact schools. They point to a dramatic increase in the demand for new
teachers resulting from two converging demographic trends: increasing student enrollments and
increasing numbers of teachers reaching retirement age (Donitsa-Schmidt & Zuzovsky, 2016;
Ingersoll, 2001; Martin & Mulvihill, 2016).
Some research suggests that demand for new teachers is not primarily due to student
enrollment increases, nor to teacher retirement increases, but to pre-retirement teacher turnover.
“Moreover, as is now widely known, teaching’s “revolving door” swings shut behind an
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unusually large number of those in the early years of teaching, with as many as 46% of new
teachers leaving the profession by the end of 5 years” (Ingersoll, 2003, p. 11). Teacher turnover
has been and continues to be an ongoing problem as found by Papay, Bacher-Hicks, Page &
Marinell, 2017.
We find that teacher retention and therefore teacher turnover vary substantially by
district. Across the districts examined, 13% to 35% of novices left their district after one
year, while 44% to 74% left within five years. Thus, if anything, Ingersoll’s estimates
understate the teacher turnover challenge in large urban school districts, and the hiring
needs to consistently fill a single teaching slot are as much as 40% greater from one
district to the next due to differences in teacher retention rates (p. 435).
Most of the hiring of new teachers is to fill spots vacated by teachers who have either
changed schools or changed professions. This issue has received widespread coverage in the
national media, has been the target of a growing number of reform and policy initiatives, and has
been the subject of a substantial body of empirical research during the past twenty plus years.
Ingersoll (2001) reported that the teacher shortage problem is a result of retention and not early
attrition. The report further indicates that the retention issue is more pronounced in urban and
rural schools which have mainly populations of students of color. Several years later, Martin and
Mulvihill (2016) were reporting similar concerns.
As was true in previous eras of shortage, the dearth of qualified teachers is felt most
acutely in schools serving more low-income and minority students. According to
California's educator equity plan, in 2013-14, twice as many students in high-minority as
in low-minority schools were being taught by a teacher who had not completed—or even
enrolled in—a preparation program (p. 176).

2

Cochran-Smith (2004) found that teacher shortages are not new but three things are new,
“the requirement that teachers in all schools be “highly qualified”; the realization that it is not so
much teacher recruitment that is the problem in staffing the nation’s K-12 schools but teacher
retention; and growing evidence that, similar to every other problem that plagues the nation’s
schools, the problem of teacher retention is most severe in hard-to-staff schools” (p. 387).
Martin and Mulvihill (2016) argue that the issue of teacher shortages is real and troublesome in
many urban and rural areas. They established that for the past several decades, attracting and
retaining a sufficient teacher workforce to ensure a qualified teacher for every classroom has
been out of reach for many districts.
Statement of the Problem
Teacher turnover is a significant phenomenon and a dominant factor driving demand for
new teachers and, in turn, creating school staffing problems. While it is true that student
enrollments are increasing, the demand for new teachers is primarily due to teachers moving
from or leaving their jobs at relatively high rates (Ingersoll, 2001; Ingersoll, 2003). According to
McCarthy and Quinn (2015), “While some states actually produce a surplus of teachers,
nationally there is distribution mismatch and a shortage of teachers who are willing to work in
districts where the wages are poor and the working conditions are not conducive to success” (p.
177).
When discussing teacher staffing, it is important to note the size of the teaching
profession. Teaching represents 4% of the entire civilian workplace. Employment of teachers in
preschools, kindergartens, elementary, middle, and high schools totaled about 3.6 million
workers in 2014. According to the National Center for Educational Statistics, public school
systems employed about 3.2 million full-time-equivalent teachers in fall 2018. This is an average
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loss of 100,000 teachers per year. There are over twice as many K-12 teachers as registered
nurses and five times as many teachers as either lawyers or professors (Bureau of Labor
Statistics, 2016; U.S. Bureau of the Census, 2002). “The sheer size of the teaching force
combined with its relatively high annual turnover means that there are large flows in, through,
and out of schools each year” (Ingersoll, 2003, p. 11).
Teacher Turnover
The most important reason that teacher turnover matters is its impact on students. High
teacher turnover rates in schools negatively impact student achievement for all the students in a
school, not just those in a new teacher’s classroom. “Where turnover is considered to have a
disruptive organizational influence, all members of a school community are vulnerable,
including staying teachers and their students” (Ronfeldt, Loeb, & Wyckoff, 2013, p. 7). Ronfeldt
et al., suggest that turnover impacts students’ achievement even when replacement teachers are
as effective as those who leave. Teacher turnover is a disruption and all students and teachers are
affected.
These rates are highest in schools serving low-income students and students of color.
Students in these hard-to-staff schools disproportionately suffer the consequences of both
turnover and shortages: substitute teachers, canceled classes, and inexperienced, underprepared
teachers. “Consider, then, the effect on students who have had a permanent substitute as their
classroom teacher for the year. The impact on these students’ academic achievement could be
significant, especially in high-poverty schools where they may find themselves in this situation
more than once during their school years” (McCarthy & Quinn, 2015, p. 183).
Turnover also extracts a significant financial cost. A study completed by Barnes, Crowe,
and Schaefer, (2007) indicated that teacher replacement costs, including expenses related to
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separation, recruitment, hiring, and training, can range from an average of $9,000 per teacher in
rural districts to more than $20,000 in urban districts. A study done by Milanowski and Odden,
(2007) estimated a national cost of over $7 billion a year for teacher replacement. In high
turnover settings, consider what else these dollars could buy, including teacher mentoring and
learning opportunities to increase student learning.
Teacher turnover directly effects student achievement, so keeping highly qualified
and effective teachers in the classroom is important. Additionally, a high cost is associated with
teachers leaving schools. “The costs of teacher shortages are measurable and significant for
students: larger class sizes, fewer teacher aides, fewer extracurricular activities, curricular
changes, hiring of less-qualified teachers, placement of teachers trained in another field or grade
level to teach in an understaffed area, and more extensive use of substitute teachers” (Ingersoll &
May, 2016 as cited in Hays, Borek, & Metcalf, 2018). The recruiting, hiring, and training of new
teachers requires significant financial costs. These costs drain resources that might otherwise be
spent on program improvement or working conditions. By retaining teachers, districts and
schools could possibly have money to benefit student learning as well as school culture.
Statement of the Purpose
A body of research exists regarding teacher attrition and the teacher shortage crisis. This
situation is premised on the idea that teachers leave the profession for various reasons within the
first five years in the classroom. Low salaries, lack of support from school administration, and
lack of mentoring are some of the most significant reasons for the high teacher exits. In addition,
teachers feel that they do not have an influence over decision making.
Despite the studies that conclude reasons for teachers leaving the profession, the findings
are multiple as well as mixed regarding the motives for teacher retention. Findings suggest
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numerous reasons for teachers remaining in the classroom. Some of the reasons include: 1.
Collaboration, 2. Learning Communities, 3. Working Conditions, 4. Positive Working
Relationships, 5. Mentoring, 6. Strong Student Relationships, and 7. Supportive Administration
to name a few.
Job satisfaction, perseverance and efficacy aid teachers with the decision to remain or
vacate their teaching positions. School climate plays a critical role in teacher retention. Being a
part of a culture shapes how the teachers fit in and what their roles may be. Working with other
educators and building positive working relationships empowers teachers. This empowerment
may lead to retention. Having mentors, strong student relationships, and a supportive
administration has proven to be key components to teacher retention. Administrators that
include teachers in decision making and foster a positive school culture are more likely to retain
teachers at their schools.
Research provides evidence for many factors that influence teacher retention but does not
examine teacher identity as a simple solution. The current research studies do not demonstrate
the extent to which teacher identity development shapes teachers and their practice and can be
transferred to retention. Teacher identity development is a complex and individualized process.
For these reasons, the purpose of this study is to contribute to the body of knowledge by
identifying why teachers with five or more years of experience in hard to staff schools remain in
the profession and how their personal and professional identities contribute to that decision.
Teacher Identity
Teacher identity development as a concept in academic literature has grown over the
years. During the last two decades, much research has been done on the nature and
characteristics (Rodgers & Scott, 2008) as well as the development of teachers’ professional
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identity as the result of the interaction between personal and professional aspects of teaching
(Kissling, 2014; Meijer, 2011). Interest has focused on the formation and development of teacher
identity. In the Handbook of Research on Teacher Education, Rogers and Scott (2008)
summarize identity formation.
Contemporary conceptions of identity share four basic assumptions: (1) that identity is
dependent upon and formed within multiple contexts which bring social, cultural,
political, and historical forces to bear upon that formation; (2) that identity is formed in
relationship with others and involves emotions; (3) that identity is shifting, unstable, and
multiple; and, (4) that identity involves the construction and reconstruction of meaning
through stories over time (p. 733).
From a professional identity perspective, becoming a teacher is a process that results
from the interaction between personal beliefs, values, and norms. It also includes professional
demands from teacher education institutes and schools, including broadly accepted values and
standards about teaching (Beijaard, Meijer, & Verloop, 2004). This process may involve periods
of exploration, uncertainty, and conflict, eventuating in some incorporation of personal identity
with professional identity (Meijer et al., 2011). Teacher identity is likely to undergo
considerable development as teachers progress through their careers.
Teachers learn to teach not only during classroom moments but also in situations outside
classrooms, across all times and places in their lives. Teachers’ life experiences appear to be
strongly interwoven with their work as teachers in the classroom. Additionally, teachers’
knowledge construction is a “lifelong process” of continuously interacting factors, such as
childhood experiences, personal beliefs about teaching, and teacher education programs
(Kissling, 2014; Olsen, 2008). It is one’s identity, the perception of oneself as a teacher, and the
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teacher one wishes to become that guides the behavior and development of teachers (Pinnegar,
2005). It is the personal attributes in becoming a teacher (such as one’s own beliefs and previous
learning experiences as a student) that seems to stimulate teachers’ professional learning and
identity development (Darling-Hammond, 2010).
Significance of the Study
Limited research has been found on the dynamics of teacher professional identity
development in teachers with longevity in hard to staff schools. The focus of this study may help
inform practice in teacher preparation programs as to how teacher characteristics, school
characteristics, and teacher identity relate to teacher retention. The study could provide teacher
education programs with information as to how school and organizational characteristics mediate
this relationship. The research will contribute to the body of knowledge identifying factors that
influence teachers with five plus years of experience in a Title 1, hard to staff school. The
research will be guided by the need to hear the stories of teachers to determine the nature of their
personal and professional identities as teachers.
Assumptions
As a researcher, I made a few assumptions based on my own personal experiences. I
have been a teacher who has worked in an urban school and I have been exposed to new ideas in
my doctoral program and as a teacher educator. I assume that teacher retention in urban schools
can be improved. I also assume that developing a professional identity will lead to teacher
retention. Additionally, I will assume that the teachers who participated in my study told their
stories honestly and to the best of their ability.
Limitations of the Study
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My study focused on factors that influence teachers with five plus years of experience to
remain teaching in a hard to staff school. Teachers were asked to tell their professional stories to
me. The teachers decided what stories they told, the format in which they told them, and what
not to tell me during the interview about their professional identity development. This study
used a case study design and was limited to K-5th grade teachers in Title 1 schools only. It is
limited to elementary teacher experiences in hard to staff, elementary schools.
Research Questions
In this study, professional stories from teachers were solicited. The following research
questions guided this study:
1. What reasons do teachers with five or more years of experience in a Title 1 school
attribute to their retention at the schools and in the profession?
2. How are teacher’s identities constructed, challenged, and modified throughout their inservice teaching profession?
3. How, or in what ways, does professional identity influence teacher retention?
Theoretical Framework
Vygotsky’s sociocultural theory is used to explain how teachers assume and incorporate a
teacher identity which may impact teacher retention. “Sociocultural theories led us to focus on
how identity develops across time through the interplay between the self and others in a social
community of practice” (Freedman & Appleman, 2008, p. 111). Teachers enter their teaching
communities through interactions with their colleagues, in the schools where they teach, and
within teaching networks in which they are involved. Each of these interactions impacts their
identity as a teacher. Understanding teacher identity can support the examination of teacher
retention.
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Teacher identity is linked to cultural characteristics and experiences. Kissling (2014), for
example, found that teachers learned to teach not only during classroom moments but also in
situations outside classrooms, across all times and places in their lives. Teachers’ life
experiences appeared to be strongly interwoven with their work as teachers in the classroom.
Olsen (2008) came to a similar conclusion in his study on teachers’ knowledge construction.
Olsen found that knowledge construction is a lifelong process of continuously interacting factors,
such as childhood experiences, personal beliefs about teaching, and teacher education programs.
Vygotsky’s (1978) sociocultural theory states that cognitive development is advanced
through interactions with more skilled individuals. “One’s identity, then, is not simply the
emergence of internal traits and dispositions but their development through engagement with
others in cultural practice” (Smagorinsky, Cook, Moore, Jackson, & Fry, 2004, p.21 ).This
theory supports teacher identity development through experiences as part of a larger social
system that includes the broad educational policy context, a community’s vision of education, a
school’s mission toward realizing it, a curriculum through which to implement it, administrators
invested in enforcing it, colleagues who help to establish it, students who have been socialized to
participate in it, and other relationships (Smagorinsky et al., 2004). Teacher’s cognitive
development as a skilled teacher advances with each experience they have in the classroom,
school, and school district.
Research Design
This study utilized a multi-case study design in an effort to understand if professional
identity influenced teacher retention in hard to staff, Title 1 schools beyond five years. Data was
obtained by interviewing seven teachers, or seven cases. Teachers were given a timeline to
complete about their teaching careers beginning with the moment they knew they wanted to
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become a teacher and ending with where they are today. Teachers were asked to list their
successful teaching memories as well as their challenging ones. An interview was then
conducted using the timeline as a guide for the interview as well as incorporating interview
protocol. Teachers were asked about their educational programs, the number of years they had
taught, and about the relationships they have built during their teaching career. Interviews were
conducted over a one-month span and then each interview was transcribed the following month
and sent to the participants for a member check. A second, informal interview was conducted to
clarify information and to obtain follow up information.
Definition of Terms
The terms that will be used in this study and their definitions are as follows:
Attrition: Attrition occurs when public school teachers (K-12) begin public school teaching in
one school year, leave public school teaching during or at the end of that school year, and
do not return the following school year.
Hard to Staff Schools: used to describe an organization that has difficulty finding or
keeping employees: Hard-to-staff schools find it difficult to attract and retain qualified
teachers.
Identity: Dynamic rather than stable, a constantly evolving phenomenon. It involves both a
person and a context: within a context, teachers learn professional characteristics that are
adopted by individuals in unique ways.
Identity Development: Identity development is (a) an ongoing process, (b) the relationship
between the professional and context, and (c) active agency within a community
(Beijaard, Meijer, & Verloop, 2004).
Mentor: A mentor is a tenured teacher who has been partnered with a preservice or novice

11

teacher to help him or her become accustomed to the classroom and the policies of the
school where he or she works.
Professional Identity: one's professional self-concept based on attributes, beliefs, values,
motives, and experiences.
School District: A geographical unit for the local administration of schools.
Teacher: A person who helps students to acquire knowledge, competence or virtue. Those who
are employed, as their main role, to teach others in a formal education context, such as at
a school.
Teacher Retention: Teacher retention refers to the proportion of teachers in one year who are still
teaching in the same school the following year.
Teacher Turnover: The rate at which teachers exit schools is known as teacher turnover. It
consists of both teacher migration (“movers,” those who transfer or migrate to teaching
positions in other schools) and teacher attrition (“leavers,” those who leave teaching
altogether).
Title 1 School: A school receiving federal funds for Title 1 students. The basic principle of Title
1 is that schools with large concentrations of low-income students will receive supplemental
funds to assist in meeting student's educational goals.
Summary
Research for this chapter provides evidence of many factors that influence teacher
retention but does not examine teacher identity development as a simple solution. The teacher
retention issue is a national crisis. If this problem is not addressed appropriately on a national
and local level, Title 1 and hard to staff schools will continue to pay the expensive monetary and
academic cost of high teacher turnover. The present investigations do not demonstrate the extent
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to which teacher identity development shapes teachers and their practice and can be transferred
to retention. It is the responsibility of policy makers, school administrators, and teacher educators
to find solutions to the high teacher turnover rate plaguing our schools and our student’s
academic success.
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CHAPTER II
Literature Review
The purpose of this chapter is to develop a context that explains by presentation of
pertinent literature, the uniqueness of the study outlined in Chapter I. This chapter provides a
review of literature that supports the study of factors influencing the retention of teachers as well
as their professional identity development during their careers. Many teachers remain in the
profession despite all the deprivation and challenges. Teachers in urban schools confront
significant and unique workplace challenges which put them at high risk for chronic stress,
burnout, and attrition when unaddressed via training or support.
A recent survey in the United States found that 51% of teachers reported feeling under
great stress several days a week (Markow, Macia, & Lee, 2012). Teachers who suffer
from chronic stress are more likely to be dissatisfied with their jobs, have difficulty
engaging and managing students, experience burnout, and suffer from psychological and
physiological conditions such as anxiety, depression, high blood pressure, headaches,
frequent illness, and even cardiovascular disease (Camacho and Parham, 2019, p. 161).
Most prevalent types of teacher challenges may include student misbehavior, aggressive
student behavior, student motivation, lack of effective consequences, and behavioral health
problems. Camacho and Parham (2019), found that, “Approximately half of teachers reported
aggressive student behavior as a challenge and a majority related multiple challenges in the
situations they confronted” (p. 161). Teachers chose to work through challenges that arise within
the profession. The teachers with a history of retention look for options other than giving up on
students or their own dreams (Cochran-Smith, 2004; Geiger & Pivovarova, 2018).
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Teacher efficacy relates to teachers judging their own capabilities to bring about desired
outcomes of student engagement and learning, even among the most unmotivated or difficult
student population. Teachers work with students and teach in even the most difficult
circumstances because of their efficacy. Teachers find that efficacy helps them remain in the
profession because they love, believe in, and respect the students they work with. They believe
they can make a difference in student’s lives (Cochran-Smith, 2004; Hughes, 2012).
Another line of research suggests that teachers are more likely to remain in the profession
with a positive school climate. The three key findings that support school climate as a means of
retention include collaboration, learning communities, and working conditions. Collaboration is
an intricate part of teacher retention. Teachers want the chance to work with colleagues and work
in an organization that supports them. Mentoring for early career teachers has been shown to
impact teacher enthusiasm (Kent, Green, & Feldman, 2012 as cited in Jackson et al., 2019),
stress (Adams & Woods, 2015 as cited in Jackson et al., 2019), and classroom teaching
behaviors (Spooner-Lane, 2017 as cited in Jackson et al., 2019).
Providing teachers with opportunities for professional development plays a significant
role in retention (Cochran-Smith, 2004; Ingersoll, 2001). “Professional development of teachers
is viewed as an ongoing process that continuously improves practice. Teachers who have the
freedom to complete a range of professional development activities that are timely, relevant to
their teaching situations, and connected to district and /or social initiatives can experience
effective professional growth” (Desimone, 2009 as cited in Jackson et al., 2019 p.47). School
climate is one of the strongest indicators for retention (Hughes, 2012). Furthermore, feeling
supported and creating a positive working climate is a key to teacher retention (Cochran-Smith,
2004; Geiger & Pivovarova, 2018; Hughes, 2012).
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Learning communities consist of teachers working together and sharing common
students, areas of responsibilities, roles, interests, or goals. Learning communities focus on
internal and external expertise and resources to strengthen practice and student learning. These
opportunities to work with other educators prevent teachers from feeling isolated. Additionally,
when teachers participate in learning communities, they meet, talk, and work with others who
see teaching “as a way to live in the world” (Brown & Wynn, 2009; Cochran-Smith, 2004).
Teachers who participate in learning communities feel supported and are likely to remain in the
profession.
Mentoring is a vital part of teaching and yet is often lacking from schools and teacher
programs. Teacher mentoring provides strategic and critical support in the early years of
teaching to help teachers develop the skills, strategies, and mindsets necessary to become
competent and effective. Mentoring is a key strategy for accelerating teacher development,
enhancing instructional quality, and improving student achievement outcomes. Mentoring
positively impacts the quality of instruction, student achievement, and teacher retention (Geiger
& Pivovarova, 2018; Ingersoll, 2001). The dysfunctional culture of failing schools and their
reconstruction is much more difficult than providing mentoring and support for teachers early on
to support retention. For school districts to retain teachers, the environment must be set up for
success (McCarthy & Quinn, 2015).
Teachers generally love their students. They talk about “their” kids with pride, concern,
and, sometimes, exasperation. They seek professional development to improve their abilities to
reach students, and they sacrifice their personal time, and often money, to ensure their students
get what they need to succeed in school. Therefore, teacher/student relationships are a key
component of teacher retention. Many teachers are frustrated by aspects of their jobs, but the
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actual experience and craft of teaching and the relationships with their students are usually the
reason they stay in the profession (Cochran-Smith, 2004; Freedman & Appleman, 2008).
The quality of leadership can influence teacher retention. In fact, teachers often identify
the quality of administrative support as more important to their decision than salaries. Brown and
Wynn, (2009), found that improvements in school leadership were strongly related to reductions
in teacher turnover. Administration builds positive working relationships and empowers
teachers. High levels of administrative support and clearly communicated expectations takes
many forms, including providing emotional and instructional support as well as support with
instructional resources, teaching materials, and professional learning opportunities (Boyd et al.,
2011; Geiger & Pivovarova, 2018; Hughes, 2012; Swars, Meyers, Mays & Lack, 2009).
Teacher identity can be dependent upon the contexts in which the teachers immerse
themselves: schools, teacher education programs, study groups, family, religious groups,
political parties and so forth (Beijaard, Meijer & Verloop, 2004; Gee, 2001; Rogers & Scott,
2008). Others define identity solely as a matter of context. Coldron and Smith, (1999), speak of
context as a matter of “space and location” and the identity of a teacher as “a matter of where,
within the professional pertinent array of possibilities, a particular person is located” (p. 714).
Contexts are a way for teachers to look at the notions of who they perceive themselves to be and
how others perceive them. Contexts can include ways of thinking and knowing and how that
shapes identity formation.
Literature on teachers’ professional identity has studied the relationships between
teachers’ lives and teaching experiences and has found the existence of ‘curricular currents’ or
‘themes across a subset of the experiences of a person’s life’ such as overcoming adversity and
cultivating care for others (Kissling, 2014; Meijer, 2011). Emergence and development of one’s
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professional identity is a long, continuous and ongoing process which happens in contextual
settings. “It is a continuous process in which identity is formed, built, and shaped. Positive
professional identity is very important as it might help [preservice] teachers cope with critical
moments of their career” (Chang-Kredl & Kingsley; 2014). “Professional identity is based on
three components – awareness of one’s personality as a representative of a certain profession.
Another important factor is searching for meaning in the respective profession which leads to the
third component which is professional ambitions one has. Previous and current experiences play
a great role in forming beliefs, professional images, knowledge and skills” (Mikelson, Odina &
Grigule,2014).
“Teachers have various “sub-identities” – the actual identity shows who they are as
teachers, the ideal identity encompasses hopes and goals, while the norm identity reveals what
kind of teacher one is” (Beijaard, Meijer, & Verloop, 2004; p, 108). Professional identity is a
continuous process of interpretation and reinterpretation prompted by professional experiences
and contextual factors. “What these various meanings [of identity] have in common is the idea
that identity is not a fixed attribute of a person, but a relational phenomenon” (Beijaard et al.,
2004, p. 108).
Beijaard et al. underlined that the studies investigating teachers’ characteristics of
professional identity revealed much variety ranging from the identification of characteristics that
emerged from the data to teachers’ perceptions of such characteristics that were already
formulated by the researcher. Although much progress is being made on teachers’ professional
identity, it is still not possible to indicate which specific characteristics form and shape teachers’
professional identity. “[Teacher identity] can be best characterized as an ongoing process, a
process of interpreting oneself as a certain kind of person and being recognized as such in a
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given context. In this context then, identity can also be seen as an answer to the recurring
question, ‘who am I at this moment?’” (Beijaard et al., 2004, p. 108).
The teaching profession is facing serious challenges nationwide. The national average of
teachers leaving the profession is 14.2 percent. (Jackson, Paretti, Quinn, Bickmore, and Borek,
2019). The public-school system and students are in a dire need of retaining committed teachers
who are willing to stay in the profession long enough to promote student achievement. Teacher
attrition has a significant impact on schools, society, and most importantly, students. “Where
turnover is considered to have a disruptive organizational influence, all members of a school
community are vulnerable, including the teachers who stay and their students. Turnover can still
impact students’ achievement” (Ronfeldt, Loeb, & Wyckoff, 2013, p. 7).
On average, newly licensed teachers last less than five years in a classroom. “Anywhere
between 40 and 50 percent of teachers will leave the classroom within their first five years (that
includes the nine and a half percent that leave before the end of their first year)” (Riggs, 2013,
p.1). Teachers leave the profession for numerous reasons. Challenging working conditions, lack
of support (professional and emotional), lack of respect, and/or income are some of the common
explanations.
Teacher Retention
Many theories have been proposed to explain teacher retention. The literature covers a
wide variety of such theories; however, this review will focus on three major themes which
emerge repeatedly throughout the literature reviewed that discuss retention. These themes are
mentoring, administrative support, and teacher efficacy. Although this paper was inspired by the
problem of teacher retention, this paper does not examine teacher retention directly. Instead, it
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will examine the theory of the development of teacher’s professional identity as a means to
retention.
Mentoring
When discussing teacher retention, Jackson et al. (2019) described mentoring and
coaching as a key to retaining teachers. The research found that high quality mentoring played a
role in teacher enthusiasm, stress, and classroom teaching behaviors. Mentoring has been seen to
alleviate the problem of early career teacher attrition. Mentoring and/or induction programs as a
solution to what is defined as the problem of early career teacher attrition and retention was the
focus of a review conducted by Long, McKenzie-Robblee, Schaefer, Steeves, Wnuk, Pinnegar,
and Clandinin, (2012). Unlike Jackson et al, Long et al., could not conclude that mentoring
played a role in retention. “We are led to questions about whether it is possible to structure or
mandate induction programs that will “solve the problem” of beginning teacher attrition” (Long
et al., 2012, p. 22). The suggestions made by Long et al., about the teacher retention issue was to
not focus on mentoring, but to reframe the matter of sustaining beginning teachers to develop
newly emerging identities as people who teach children.
Considering the interactions between mentors and mentees is an area of research related
to early career teacher retention. Schwille (2008) identified 10 distinct patterns of mentoring that
were integrated into professional practice. Some of the patterns included teaching together,
debriefing, and co-planning. In their study of action research cycles in mentoring, Athanases,
Abrams, Jack, Johnson, Kwock, McCurdy, et al. (2008) pointed to the importance of mentors
being responsive to the needs of the people and the context. “Developing mentors to do this work
is very important as mentoring can affect all elements of schooling, teaching, and learning,
retaining teachers and guiding them to improve teaching and learning” (p. 744). Whitaker (2000)
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found beginning teachers needed a wide range of support from mentors, including emotional and
instructional support. Margolis (2008) examined the benefits of mentorship for the mentors.
Margolis invited seven early career teachers (four–six years of experience) to be mentors. Most
of the early career teachers saw mentorship as being both regenerative (helping to inspire their
learning and teaching) and generative (giving back to the profession). Several findings showed a
wide range of support from mentors may help with retention of teachers. (Hughes, 2012;
Perrachoine, Rosser, & Peterson, 2008; Skaalvik & Skaalvik, 2011; Swars, Meyers, Mays, &
Lack, 2009).
Administrative Support
Research suggests that another reason teachers stay, involves their administration and
working conditions. Skaalvik, (2011), discussed the administrator’s role in teacher retention.
Administrators’ actions have enormous impacts on teacher retention. Teachers want to
work in schools where they have greater autonomy, higher levels of administrative
support, and clearly communicated expectations. Helping administrators understand their
level of influence and guiding them toward building a positive working relationship with
teachers and empowering teachers would enhance teacher retention (p. 1031).
Boyd, Grossman, Ing, Lankford, Loeb, and Wyckoff, (2011) conducted a study to
understand teacher attrition by modeling the relationship between teacher turnover and school
contextual factors including the effectiveness of the school administration. This study confirmed
that the support of administrators emerged as a particularly important factor in retention
decisions by teachers. Brown and Wynn (2009) completed an empirical inquiry of teacher
retention issues to understand the leadership styles of principals who lead schools that had low
attrition and transfer rates. Brown and Wynn discovered that principals who provide conditions
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and resources needed to support teachers in their continuous learning, growth, and professional
development, reduced teacher isolation, increased teacher responsibility and understanding, and
improved teacher satisfaction, morale and commitment, greatly influenced teacher retention.
Principals can initiate conversations with teachers, observe instruction, provide feedback,
monitor progress, and facilitate relationships. Vierstraete’s (2005) study suggested fostering of
reflective practice within a mentoring relationship that includes the principal, the mentor and the
new teacher is important to the ongoing professional learning of the new teacher within the
school community to promote retention. First year teachers, who were in schools where the
socialization by, and interactions with, the principal focused on student learning, teaching
practice and fostering relationships, encountered fewer problems. “Principal support is essential,
whether it be in attitude or actions. Lower levels of teacher attrition and migration have
consistently been found in schools with more administrative support for teachers” (Brown &
Wynn, 2009, p. 58).
Teacher Efficacy
“Student success or lack of success impacts teacher self-efficacy, and ultimately the
decision as to whether to remain in the profession” (Pedota, 2015, p. 54). Teacher self-efficacy
can be viewed as a teacher’s belief in his or her capabilities to positively affect students’ learning
and success, even among those students who may be difficult or unmotivated (Tschannen-Moran
& Hoy 2001). Teachers who exhibit high self-efficacy and use it in their daily routines with their
students, are more likely to have students who achieve and are more likely to remain in the
profession (Boyd et al. 2005).
Hughes (2012) studied the impacts of teacher characteristics, school characteristics,
organizational characteristics, and teacher efficacy on retention. Hughes found that teachers’
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efficacy is a personal characteristic and is also situated within the school in which they are
teaching. “In interviews with 50 new teachers, [we] found that in deciding whether to remain in
or leave teaching their primary consideration was “whether they could be effective with their
students” (Hughes, 2012, p. 247). Previous researchers reported a relationship between teachers’
perceived impacts on their effectiveness with their students and teacher retention (Ingersoll &
Smith, 2003).
Tschannen-Moran and Hoy (2001) found that efficacy affects the effort teachers invest in
teaching, the goals teachers set, and teachers’ level of aspiration. Teachers with a strong sense of
efficacy tend to exhibit greater levels of planning and organization (Allinder, 1994 as cited by
Tschannen-Moran & Hoy, 2001). They also are more open to new ideas and are more willing to
experiment with new methods to better meet the needs of their students (Berman, McLaughlin,
Bass, Pauly, & Zellman, 1977; Guskey, 1988; Stein & Wang, 1988 as cited by Tschannen-Moran
& How, 2001). Efficacy beliefs influence teachers’ persistence when things do not go smoothly
and their resilience in the face of setbacks. This persistence and resilience can lead to retention.
Jackson et al., (2019) identified some factors that help retain teachers which include
supportive leadership, induction programs that provide teachers with mentoring and coaching
from experienced teacher leaders, and support from administrators. This study reported that
between 2012 and 2017, nearly 20 percent of the teaching force from this district left the
profession. Retaining these teachers in the classroom is critical to properly serve a growing and
diverse student population. Many scholars have tried to find answers to the national problem of
teacher retention. This literature review provides insight into the nature of the problem and what
has been done by researchers to understand the issue surrounding this phenomenon.
Developing Teacher Identity
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Vygotsky (1978) framed identity as a situated, dynamic process of individuals developing
conceptions of themselves as rational beings over time. More recent studies defined identity
using sociocultural theory as, “a loose cluster of complementary, sometimes competing,
contributions from social psychology, social anthropology, sociolinguistics, and philosophy that
focus on the self in practice; on the various interdependencies among person, context, history,
and others; and on the situated, continuous nature of self-development” (Olsen, 2008, p. 4).
Vygotsky’s Sociocultural Theory is continual and never ending. “Through our interactions with
others and with the cultural artifacts produced, we continue to learn and develop, and we
construct more cultural artifacts for future generations to use” (Wink & Putney, 2002, p. 62). It is
a process which requires reflection on culture, thought and language. The ability to organize
oneself in the name of an identity, according to a Vygotskian perspective, develops as one
transacts cultural artifacts with others and then at some point applies the cultural resource to
oneself. (Holland & Lachicotte, 2007). For teachers, their culture is the classroom and school
setting. The people in their culture (students, administrators, mentors, teachers) will greatly
impact their development which in turn, could influence their retention in the profession.
Forming a teacher identity is a process. Rodgers and Scott (2008) propose that the
process of learning to teach, the act of teaching and teachers’ experiences and choices are deeply
personal matters inevitably linked to their identity and life story. Friesen and Besley (2013)
claim that personal identity “represents the amount of self-knowledge, synthesis, and consistency
that a person possesses over time and across situations” (p. 24). Teachers will not walk into a
classroom and develop identity without the experiences that they bring with them related to the
new circumstances in which they find themselves. This is what Dunkin and Biddle (1974) might
refer to as presage variables which could include their social class and training experiences.
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Forming their identity may have implications on their longevity. “The retention of teachers
should not only focus on short-term attractions, but also on the long-term agenda of establishing
their professional identity and creating better plans that are truly related to teachers’ professional
lives” (Hong, 2010, p. 1541).
Varied theoretical approaches relate to teacher identity; some researchers stress the social
and cultural nature of identity, whereas other researchers focus on its broad and narrative nature.
Most contemporary approaches, however, agree that identity is constructed in a social context
and that rather than being stable and fixed it is shifting and dynamic (Rodgers & Scott, 2008).
Teachers who identify with their teaching role are emotionally attached to this role, and it
informs their worldview (Holland & Lachicotte, 2007). When one becomes emotionally attached
to the teacher role, that role becomes part of who that person is; it becomes an organizing
element in teachers’ lives (Akkerman & Meijer, 2011). The development of a teacher identity is
an ongoing process of interpretation and reinterpretation of who one considers oneself to be and
who one would like to become (Beijaard, Meijer & Verloop, 2004).
In this chapter, identity is approached from a socio-cultural point of view, which holds
that teachers do not develop their identity alone and in a ‘vacuum,’ but rather in a context that
brings social and cultural forces to allow that development (Holland & Lachicotte, 2007).
Teachers develop and dynamically maintain their identity in relation to the ‘collective regard’
that others have for their role (Holland & Lachicotte, 2007). Teacher identity development is a
process that may involve periods of exploration, uncertainty, and conflict, eventuating in some
incorporation of personal identity with professional identity (Meijer, 2011).
Teachers’ professional identity is an important factor in understanding their professional
lives and career decision making. “An important component of the process of learning to become
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a teacher is the development of a professional identity” (Friesen & Besley, 2013, p. 23).
Teachers’ professional identity may affect their motivation, effectiveness and most importantly,
retention. Teacher identity lacks clarity with regards to a definition. This could contribute to the
reason that is has not been studied as a key element for teacher retention. The process of how
teachers view themselves as teachers and how their developing professional identity is shaped by
their personal identity development and social identity connections may have implications for
retention.
Identity Definitions
When defining teacher identity, one could infer that it is the personal and cultural
characteristics and experiences of teachers. Teachers are diverse individuals with varied
experiences that brought them to teaching. Teachers have their own priority needs, desires, and
expectations. “Professional identity thus is a set of attributes that are imposed upon the teaching
profession either by outsiders or members of the teaching fraternity itself. It provides a shared
set of attributes, values and so on so that enable the differentiation of one group from another”
(Sachs, 2001. p. 153).
Understanding teacher identity as a reason for teacher retention has not been significantly
studied. Researchers have looked at teacher identity and uncovered critical aspects about
teachers, but not necessarily how their identities as teachers promotes retention. Studies have
focused on teachers’ professional identity formation (Freedman & Appleman, 2008), the
identification of characteristics of teachers’ professional identity (O’Connor, 2008; Olsen, 2008),
and ways in which professional identity was represented by teachers’ stories (Hong,2010).
“Research on teachers’ professional identity formation also contributes to our understanding and
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acknowledgment of what it feels like to be a teacher in today’s schools, where many things are
changing rapidly, and how teachers cope with these changes” (Beijaard et al., 2004, p. 109).
An aspect to consider is based on Gene Hall’s Concerns Based Adoption Model
(CBAM). Teachers who remain in the profession cope with changes in ways that teachers who
leave may not. Hall (2013) states that, “For individuals, change is a personal experience. People
have different feelings and perceptions as a change process unfolds. Change always involves
some degree of growth in personal confidence and competence, and we found that the journey
differs for each person involved” (p. 265). This confidence and competence become a part of the
teacher’s professional identity. Understanding how teachers adapt to change and how that affects
their identity development could provide insight about why they remain in their classrooms.
Identity formation has varied definitions as well. Researchers’ concepts of professional identity
have been defined differently or not defined at all.
Akkerman and Meijer (2011) attempted to provide a more complete definition of teacher
identity and provided some significant implications for conducting research on teacher identity
and teacher development. Akkerman and Meijer found that in order to conceptualize teacher
identity; multiplicity, discontinuity, and social nature of identity needed to be considered. These
characterizations in relation to their counterparts, that is, the unity, continuity and individual
nature of identity need to be considered as well. “Recent conceptualizations of teacher identity
seem to reflect postmodern views on identity, describing teacher identity as involving ‘subidentities’ (referring to multiplicity), as being ‘an ongoing process of construction’ (referring to
discontinuity) and as ‘relating to various social contexts and relationships’ (referring to the social
nature of identity) (Akkerman & Meijer, 2011, p. 310).
Social Nature of Identity
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Rodgers and Scott (2008), looked at the development of professional identity in learning
to teach. They discovered four basic assumptions.
Contemporary conceptions of identity share four basic assumptions: (1) that identity is
dependent upon and formed within multiple contexts which bring social, cultural,
political, and historical forces to bear upon that formation; (2) that identity is formed in
relationship with others and involves emotions; (3) that identity is shifting, unstable, and
multiple; and, (4) that identity involves the construction and reconstruction of meaning
through stories over time. Embedded in these assumptions is an implicit charge: that
teachers should work towards an awareness of their identity and the contexts,
relationships, and emotions that shape them, and (re)claim the authority of their own
voice (p. 73).
They described external and internal aspects of identity formation and suggested that
relationships and contexts are external, and stories and emotions are internal aspects of identity
formation. Rodgers and Scott suggest that the internal aspects are the “meaning-making” aspects
of identity development.
Some research suggests that identity is dependent upon the contexts in which teachers
immerse themselves: schools, teacher education programs, study groups, family, religious
groups, political parties and so forth (Gee, 2001; Beijaard et al.,2004). Gee also pointed out that
relationship is essential to identity primarily because to have an identity one must be recognized
as a particular “kind of person” by others. “The ‘kind of person’ one is recognized as ‘being,’ at
a given time and place, can change from moment to moment in the interaction, can change from
context to context, and of course, can be ambiguous or unstable” (p. 99)
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Friesen and Besley (2013) examined the development of teacher identity in a cohort of
first year student teachers from a developmental and social psychological perspective. Friesen
and Besley hypothesized that greater personal identity development would be associated with
increased professional teacher identity. “Those individuals who had explored their values and
beliefs and had developed a greater sense of self-knowledge would be better positioned to
consider the values and roles of the teaching profession and begin to incorporate their personal
identity into their social identity” (p. 24). The study found that there is potential value of
pursuing an understanding of professional teacher identity as a developmental and social
psychological process because those who have a well-formed sense of personal identity are more
likely to be ready to begin the process of forming a professional identity.
The findings by Friesen and Besley (2013) may have a positive effect on understanding
identity as a means to teacher retention. Friesen and Besley suggest that teachers be encouraged
early in their training to explicitly examine their personal beliefs, philosophies, and life-course
experiences, and to critically and reflectively compare these to the philosophies and ideologies of
their teacher educators, supervisors, and/or mentors. Teachers’ professional identities can
develop through a productive dialog in contrast to the adoption of rigid and naive assumptions
which can lead to dissatisfaction in the teaching profession and ultimately, attrition.
Freedman and Appleman (2008) followed the development of teacher identities and
career choices of a cohort of graduates to identify elements that would help teachers stay in
urban schools. The idea was that in developing professional identities in the teacher education
program, the teachers would remain in high poverty, low performing urban schools. The findings
indicated that the program components influenced the teachers as they developed, refined, and
tested their emerging teacher identity. The key component to their identity development was the
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social aspect of forming a cohort. Freedman and Appleman found that the teachers in the cohort
formed professional identities together through support. Additionally, 96 percent of the cohort
stayed teaching in high poverty, urban school settings after the first year with 92 percent staying
at their same school.
Southwestern School District
With the continued influx of teachers entering and leaving the profession, schools and
districts find themselves in crisis mode. Some districts are feeling the effects of teacher shortage
more than others. A school district in the Southwestern United States with a diverse student
population is one of those districts. The school district will be referred to as Southwestern School
District (SSD) to protect the privacy of the participants and the schools. Statistics by Hays,
Borek, and Metcalf, (2018) show that the state reported in 2016-2017 only 58.6 percent of the
statewide demand for teachers was met. An estimated 1,262 teachers were needed to meet the
demand shortfall. In the 2017-2018 school year, SSD had approximately 1,000 teacher vacancies
and less than 60 percent of the statewide demand for teachers was met. Many substitute teachers
are available for SSD, but not enough to fill each classroom. Up to 900 jobs a day go unfilled in
SSD schools (Jackson, Paretti, Quinn, Bickmore & Borek, 2019).
The state has developed partnerships among higher education institutes, districts, and
other groups to meet local educational needs. Innovations have been implemented to work on the
shortages, and higher educational institutions across the state are working together in new ways
to address their common goals. In the rural north, a college has developed a fast-track program to
help interested residents finish preparation for licensure in several high-need subjects. At another
local college, teacher candidates complete license requirements in two or more areas to make
them more flexible and marketable. Dual degrees are available in a program at one of the state
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universities which successfully recruits many math and science majors to add secondary teaching
to their studies. (Martin & Mulvihill, 2016; State Department of Education, 2018). Faculty
members from the Teaching & Learning Department at another state university in collaboration
with other institutions of higher education (IHE’s) and SSD, received a grant and set up a
program designed to support teachers new to the profession through the alternate route to
licensure (ARL) program. In addition to providing support for ARL teachers the project
documents ways beginning teachers develop as professional practitioners while in the classroom.
Southwestern School District is a school district in the United States with a student
population of more than 320,000 enrolled in grades K-12. SSD educates almost 75 percent of all
students from that state. The district employs nearly 42,000 people; approximately 18,600 of
those are licensed teachers. SSD operates 351 schools and sponsors some of the charter schools.
The student ethnic composition of the district is: Hispanic: 46.6%, Caucasian: 24.5%, African
American: 14.1%, Multiracial: 6.5%, Asian: 6.3%, Hawaiian/Pacific Islander: 1.6%, and Native
American, 0.4%. Table 1 shows the shift in the district demographics over a 10-year period.
(“Data Interaction for Accountability Portal,” (n.d.).
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Table 1
Shift in the Southwestern School District Demographics Over a 10-Year Period
______________________________________________________________________________
Ethnicity
2007-2008 Percentages
2017-2018 Percentages
Hispanic

39.9

46.6

Caucasian

36.1

24.5

African American

13.9

14.1

Multiracial

N/A

6.5

Asian

9.3

6.3

Hawaiian/Pacific Islander

N/A

1.6

Native American

0.8

0.4_______________

Table 2 shows the composition of the student body as it relates to factors that have an
influence on the programs and services that are offered to students. The economically
disadvantaged number is the number of students on free and reduced lunch, which is based on
family income. The English Language Learners (ELL) represents the number of students who are
not proficient in English. The Individual Education Plan (IEP) represents the number of students
receiving any special education services during the day (“Data Interaction for Accountability
Portal,” (n.d.).
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Table 2
Southwestern School District Student Demographics- 2017-2018
______________________________________________________________________________
Category
Percentage
Economically Disadvantaged

67.0

English Language Learners

19.4

Individual Education Plan

12.1

__________________

Title 1 was first enacted in 1965 as part of the “War on Poverty.” Title 1 was part of the
Elementary and Secondary Education Act (ESEA) to ensure equal educational opportunities for
all students and close the achievement gap between poor and affluent children. All students
should have a fair, equal, and significant opportunity to obtain a high-quality education and Title
1 schools try to provide those opportunities. The state provides additional resources to schools
serving disadvantaged students. “More than half of the schools in the state are Title 1 schools,
with 19.1 percent of the students in limited English proficient programs” (McCarthy & Quinn,
2015, p. 179).
The state’s public education system ranks in the bottom dozen of states in the national
analyses by Education Week, U.S. News & World Report and the National Assessment of
Educational Progress (2017). A 2018 Education Law Center report published every two years
gave the state an "F" grade in 2014, 2016 and 2018. A WalletHub 2018 Best and Worst Public
Schools ranking lists the state as 46th out of 50 states and the District of Columbia. In the two
main categories it prioritized, the study listed the state 47th in “quality of education” and 36th in
“school safety” (“Education Week's 2018 Quality Counts Report and Education Gains” 2018).
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Table 3 and Table 4 shows the SSD’s 3rd through 5th grade student achievement gaps
between student groups based on ethnicity and socioeconomic status including free and reduced
lunch (FRL) and non- free and reduced lunch. These tables display math performances during
the 2017-2018 school year using the state testing standards.
(“Data Interaction for Accountability Portal,” (n.d.).

Table 3
State Accountability Report- SSD % in Math Performance based on FRL 2017-2018
_________________________________________________________________________
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Table 4
State Accountability Report- SSD % in Math Performance based on Ethnicity 2017-2018
______________________________________________________________________________

Table 5 and Table 6 shows the SSD 3rd through 5th grade student achievement gaps
between student groups based on ethnicity and socioeconomic status including free and reduced
lunch (FRL) and non- free and reduced lunch. These tables display reading performances during
the 2017-2018 school year using the state testing standards.
(“Data Interaction for Accountability Portal,” (n.d.).
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Table 5
State Accountability Report- SSD % in Reading Performance based on FRL 2017-2018
_______________________________________________________________________

Table 6
State Accountability Report- SSD % in Reading Performance based on Ethnicity 2017-2018
______________________________________________________________________________

36

As one of the largest school districts in the United States, SSD faces significant teacher
recruitment and retention challenges. Recently, SSD has opened almost 11 new schools, which,
coupled with the district’s teacher attrition rate, has put great pressure on the district to find
enough qualified teachers. Approximately 35 percent of new hires leave within three years, and
state officials estimate that 50 percent leave within five years. The district’s teacher retention
problems are compounded by its teacher qualification problems. The demand for teachers;
especially core academic teachers and teachers of second language learners, far exceeds supply
and district administrators often must hire out-of-field teachers. According to SSD’s most recent
accountability report, approximately 30 percent of the SSD core academic teachers are not
“highly qualified” according to federal guidelines (Berry & Fuller, 2007).
Summary
This chapter contains a review of literature on the research of teacher retention and the
factors that affect why they decide to stay in the teaching profession. Additionally, literature was
reviewed about the research of teacher’s professional identity development and factors that
contribute to their identity as teachers. There are several studies that discuss various forms of
teacher retention and developing professional identity. Many aspects have been researched to
understand how teachers develop an understanding of themselves. In addition, positive identity
transformation could possibly be one of the most important intended learning outcomes for
teacher retention and as such needs deliberate and focused attention. While both theories have
been studied separately, there is a gap in the literature which discusses teacher identity as a key
component of teacher retention. This chapter provides insight into the nature of the problem and
what has been done by researchers to understand the issues surrounding this phenomenon. The
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chapter also discusses SSD schools and their demographics to understand the importance of
retaining their teachers.
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CHAPTER III
Methodology
The purpose of this study is to contribute to the body of knowledge about teacher retention
by identifying why teachers with five or more years of experience in hard to staff schools remain
in the profession and how their professional identities contribute to that decision. The research
questions that guided this study are:
1. What reasons do teachers with five or more years of experience in a Title 1 school
attribute to their retention at the schools and in the profession?
2. How are teacher’s identities constructed, challenged, and modified throughout their inservice teaching profession?
3. How, or in what ways, does professional identity influence teacher retention?
This study contained the conditions that all participants were currently teaching at a
Southwest School District (SSD), Title 1 School and had been teaching for five or more years.
This study focused on those teachers because research shows that the turnover rate for teachers
begins to drop after five years of experience (Ingersoll, 2001, Riggs, 2013). Additionally, Title 1
schools are historically hard to staff. Currently, SSD has approximately 216 elementary schools
of which 187 are Title 1 schools.
A qualitative research design was utilized to study the experiences of in-service teachers
employed in Title 1, hard to staff schools in Southwest School District (SSD). This investigation
of participants’ perspectives framed the context for meaning of real-life occurrences of teachers
who have continued in the classroom five years or more. Furthermore, this approach allowed for
the study of meanings of shared experiences. “Qualitative research consists of a set of
interpretive, material practices that make the world visible. These practices transform the world”

39

(Creswell, 2018, p. 9). Qualitative research was chosen because of the advantage of hearing the
teachers’ voices and understanding their feelings about teaching.
One of the characteristics of qualitative research is that the researcher is the primary
instrument for data collection and analysis. The data are filtered through the interviewer during
the interviews and during data analysis. This type of research recognizes the researcher as a key
component. The experiences and perspectives of the researcher are valuable and meaningful to
the study (Lincoln & Guba, 1985). As a former teacher and a current course instructor for
preservice teachers, my experiences helped me create meaningful questions to ask about teacher
identity and teacher retention. I also found that the teachers were comfortable speaking with me
because I could easily relate to what they were discussing and feeling.
The case study approach to qualitative research was the method used for this study. “Case
studies collect in depth data in a natural setting where the researcher has little or no control over
the events so there is a real-life context” (Stake, 1994). Creswell, (2018) writes that, “Case study
research involves the study of a case (or cases) within a real-life, contemporary context or
setting. This case may be a concrete entity, such as an individual, a small group, an organization,
or a partnership” (p. 96). By using case study, I examined the teachers’ perspectives through
interviews, validated the perspectives through the study, and used documentation to understand
the findings. Most research on teacher retention has been quantitative and relied upon surveys
and questionnaires to understand why teachers stay. I wanted my study to be more personal and
allow readers to see teachers’ emic perspectives (from within the social group and from the
perspective of the subject) and hear from teachers about why they stay.
Purposeful Sample
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As a former teacher, I had access to recruit participants through my membership in
teacher groups and connections with colleagues and administrators. I sent emails to these
potential participants, made phone calls, and posted on teacher group social media pages to
recruit them. I informed teachers that I was conducting a research study, told them the purpose of
the study, provided a brief description of procedures, explained the inclusion/exclusion criteria,
the time cost, the location of the study, and provided my contact information. A total of 16
teachers responded and 7 of them fit my research criteria. Interview times were set up at a neutral
location and around the teachers’ schedules.
This study consisted of 5 white female teachers and 2 white male teachers. Teachers
ranged in age from 36-56. Six of the teachers graduated from a traditional four-year program and
one teacher completed a one-year certificate program. Two teachers teach Kindergarten-2nd
grade, four teachers teach 4th-5th grade, and one teacher is a specialist teaching the gifted and
talented program (GATE). During recruitment, no teachers of color meeting the criteria offered
to participate in the study.
The consent process for qualitative research took place during the first meeting. The
qualitative research was completed during one-on-one interviews. Each teacher was interviewed
one time (approximately 60 minutes each) using the observation protocol that I developed. I
conducted interviews using open-ended questions. The interviews were audio taped with
permission. These in-depth interviews allowed me to gain detailed information and allowed me
to probe for feelings about teaching issues and the participants careers. I transcribed the
interviews and sent the transcriptions to each teacher to check for accuracy prior to coding. Three
participants asked for minor corrections to their transcript. For credibility, one of the most
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important components is a member check. Member check is a process through which
respondents verify data and the interpretations thereof (Lincoln & Guba, 1985).
In-depth interviews with teachers was the method for collecting data. The advantages in
using in-depth interviews, is that they are ideal for investigating sensitive or things of a personal
nature. Creswell (2018) states, “The qualitative research interview is further described as
attempts to understand the world from the subjects’ point of view, to unfold the meaning of their
experience, to uncover their lived world” (p. 164). Interviews are a way for the teachers to make
sense of their experiences.
The purpose of in-depth interviewing is not to get answers to questions, nor to test
hypotheses, and not to “evaluate” as the term is normally used. At the root of in-depth
interviewing is an interest in understanding the experience of other people and the
meaning they make of that experience (Seidman, 2016, p. 3).
There are disadvantages to conducting in-depth interviews as well. One of the major
disadvantages of the in-depth interview is that the participants may feel as if they are under
interrogation and feel uncomfortable. To prevent this from happening, the interviewer must
establish good rapport and trust with the participants (Creswell, 2018). “Rapport implies getting
along with each other, a harmony with, a conformity to, and affinity for one another” (Seidman,
2016, p. 80). While building the rapport with each case, I followed Seidman’s advice and made
sure the teacher was comfortable with me but did not turn the interview into a ‘conversation.’ I
kept enough distance to allow each teacher to respond on their own without my guidance. None
of the teachers stated that they felt interrogated or uncomfortable at any time during the
interviews and their answers felt genuine and honest.
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My focus was on why the teachers have chosen to remain in the teaching profession as
well as at a Title 1 school to teach and if their professional identities played a significant role in
their retention. “The key to seeing life from a different perspective is understanding multiple
perspectives.” (Frank, 2011, p. 7). Research has indicated that professional identity development
is far from a linear process. Therefore, the teachers’ different attitudes and diverse responses
during the interviews was a way for me to understand their different situations and their desire to
remain in the teaching profession.
Before their interview, teachers were asked to create a timeline of their career starting
from when they first knew they wanted to become a teacher and ending with where they are
today. Everything in between was about how they became a teacher including any
accomplishments or challenges that they faced along the way. While creating the timelines, I did
not speak to or interrupt them. Teachers took an average of five to fifteen minutes to complete
their timeline.
The timeline method increases our possibilities of seeing events and perceptions of these
events within contexts of wider life experiences. Often when people tell their story, it is
nice and linear, rational and coherent – it becomes ‘one’ life. But we live many lives and
by using the timeline method explained, we can make room for these different lives, for
the different stories and their contexts (Adriansen, 2012, p. 43).
Some teachers were very detailed with the timeline and told many stories. Others kept it
brief yet had a great deal to share when verbally telling their story. The timeline was used to
build rapport and trust with each teacher and allow them to share important events from their
lives. I asked them to explain each entry they provided so that we could explore how the events
unfolded during their career. It was a way to see how and if each event was related and how the
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events affected one another and the teacher’s teaching profession. The timeline represented their
teaching journey and that data guided each teacher’s introduction in the following section.
Occasionally, I would ask for some clarification on what they said, but for the most part, I just
listened. After they told their stories, I asked them the questions from my question protocol. (See
Appendix A).
Before the interviews, I knew three of the seven teachers. Four of them were people I had
never seen or met before but who volunteered and satisfied the requirements for this research.
Originally, I was worried that the teachers I did not know would not show up for the interview or
have trouble opening up to me since they did not know me. I soon learned, that would not be an
issue. I also was concerned that the teachers who knew me might not want to share their stories
with me due to mutual acquaintances, but that was a non-issue as well. These teachers were very
open and honest during their interviews. During each interview, I realized how amazing these
educators were and I was hopeful that they learned something about themselves by sharing their
stories and reflecting on their careers. Teachers told their own unique story and were given
pseudonyms for confidentiality and privacy. The teachers are Lisa, Shelby, Melissa, Shannon,
Molly, Mark, and Nick. Table 7 provides a glance at each teacher and their teacher background.
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Table 7
Teacher Background____________________________________________________________
Teacher

# of
Grade
School
Years
or
Name/Region
Teaching Subject

Lisa

6

Shelby

8

4th/5th
Combo
1st

Melissa

9

2nd

Shannon

10

GATE

Molly

15

5th

Mark

16

4th

Nick

16

4th

School A
Region 3
School B
Region 2
School C
Region 1
School D
Region 2
School E
Region 1
School D
Region 2
School F
Region 3

2-Star
Married
Kids Age
or 3Or
Star Unmarried
School

Teaching
Degree or
Certificate

3-Star Unmarried

0

36

Degree

3-Star

Married

2

56

Degree

2-Star

Married

1

37

Degree

2-Star

Married

2

42

Degree

3-Star Unmarried

0

46

Degree

2-Star

Married

2

44

Degree

2-Star

Married

2

50

Certificate

My personal experience as a teacher and now, as a teacher educator, was the motivation
behind this research. I have taught in a Title 1 school, a Charter School, and a high performing
school. Each school had teachers who had been in the profession for many years as well as
teachers who were just beginning their careers. Each year many of these amazing teachers would
leave; new and old. I never understood why they would leave. Personally, I have always felt like
I’m a teacher, that is who I am. I wanted to know if other teachers with longevity felt this way as
well. If they do, how can we help our preservice teachers and other teachers with longevity to
develop this identity, so that they remain teaching beyond five years?
Teachers from six schools defined as Title 1 were selected. Each school provides for
students from lower socioeconomic backgrounds and five of the six schools have a
predominately Hispanic population. Each school is rated on a five-star scale for student
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achievement. Schools receive points based on student performance across various indicators and
measures. These points are totaled and divided by the points possible to produce an index score
from 1-100. This index score is associated with a one- to five-star school rating. Three of the
schools are rated two-star and three are rated three-star. A Two-Star school identifies a school
that has partially met the state’s standard for performance. Students and subgroups often meet
expectations for academic performance or growth but may have multiple areas that require
improvement. The school must submit an improvement plan that identifies supports tailored to
subgroups and indicators that are below standard. A Three-Star school identifies
an adequate school that has met the state’s standard for performance. The all-students group has
met expectations for academic achievement or growth. Subgroups meet expectations for
academic achievement or growth with little exception; however, no group is far below standard.
The school must submit an improvement plan that identifies supports tailored to subgroups and
indicators that are below standard.
School Setting
I conducted seven case studies which included teachers from six schools within the three
different regions of the school district. SSD is divided into three separate regions; Region 1 is in
the northern part of the city, Region 2 is the west and southwestern parts of the city, and Region
3 is the east and southeast parts of the city. Two Title 1 schools from each of the three regions
were selected for adequate and equal representation. The teachers’ longevity in the classroom
ranged from six to sixteen years with all these teachers working in an SSD Title 1 schools. The
teachers worked at Title 1 schools either throughout or during most of their careers.
Interview Setting
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This study used one-on-one in person interviews to acquire data from the participants.
The setting was informal, taking place in coffee shops or small restaurant dining areas. The
interviews were not conducted around students or during the teachers’ contract hours. All
interviews were recorded digitally using audio software designed for Windows and Apple
devices. I asked open-ended questions that were flexible and exploratory. Creswell (2018) states
that “An interview is considered to be a social interaction based on a conversation. An interview
is where knowledge is constructed in the interaction between the interviewer and the
interviewee” (p. 162). The interviews were my dominant strategy for data collection.
Researcher’s Role
Some sample questions or discussions that I used were: 1. Tell me about your typical
school day. 2. What kind of relationships have you built as a teacher inside and outside of
school? 3. Do you have an “a-ha” moment about when you knew you were a teacher, and can
you tell me about it? 4. What does professional identity mean to you, if anything? (Appendix A).
By conducting in-depth interviews, I collected rich and descriptive data that I used to understand
why these teachers remain in hard to staff schools and if their professional identity is a factor.
Chapter 4 will elaborate on the data and analysis.
According to Lincoln and Guba (1985) criteria for trustworthiness in qualitative research
includes credibility, transferability, dependability, and conformability. They ask the question:
“How can an inquirer persuade his or her audiences that the findings of an inquiry are worth
paying attention to, worth taking account of?” This is a valid question and several methods can
be used to establish trustworthiness. To determine dependability and conformability, Lincoln and
Guba (1985) suggest that both can be determined through one “properly managed process.” This
process was applicable to the research undertaken and it was applied consistently. To show
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confirmability, all records, recorded interviews, transcripts, notes, discussions, and all other
relevant documents relating to this study will be maintained by me.
Cultural Domain Analysis
The interviews were transcribed and averaged about 18.5 pages and 8,470 words each.
My first step was to find patterns of behavior from the interviews and to create knowledge based
on what was said during these interviews. I had to make meaning of all these words in a way that
would allow me to see a set of items that were similar. I decided to create a cultural domain
analysis. “Culture is an organization of things, the meaning given by people to objects, places,
and activities. Every human society is culturally constituted” (Spradley, 1978, p. 86).
Using this process, Spradley (1978) states that the researchers will use the cultural
situation to uncover the cultural scene. As I listened to teachers’ stories, I understood their
culture as educators having been one myself. However, these teachers have a cultural scene that
is unique to me as I did not teach in a Title 1 school for more than five years. “One rule of thumb
for distinguishing cultural domains from other lists is that cultural domains are about perceptions
rather than preferences. Hence, "my favorite foods" is not a cultural domain, but "things that are
edible" is” (Borgatti & Halgin,1999, p. 1).
Cultural domains are categories of cultural meaning. Two domains were created with
these data. Within the domains, I created smaller categories. Each subcategory contained
different pieces that were treated as if they were the same. “This does not mean that for a domain
to be called "cultural", each member of a group must agree that each item is really in the domain.
The extent to which a cultural domain is shared is an empirical question” (Borgatti &
Halgin,1999, p. 2).
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Spradley (1978) states that “Every culture creates hundreds of thousands of categories by
taking unique things and classifying them together. Anything conceivable can be used to create
such cultural categories” (p. 88). I went through each case multiple times looking for categories
of meaning within each domain. Using this analysis, I was able to discover two underlying
external categories as to why teachers stay, and three internal categories that teachers provided.
Identity formation had one external category and three internal categories.
Cultural Domain Analysis was selected because of the lens it provides into patterns of
behavior. Keeping in mind my research questions, I was looking for patterns that not only lead to
teacher retention, but also for developing a professional identity. Another factor was that by
using cultural domain analysis, semantic relationships would be visible. “Domains, as cultural
categories, are made up of three basic elements: cover terms, included terms, and semantic
relationship” (Spradley, 1978, p. 89). The semantic relationship shows the internal structure of
the domain.
A cover term is the cultural name for the domain. The included terms are the
subcategories inside the domain. Finally, the semantic relationship is the linking together of two
categories. “The semantic relationship operates on the general principal of inclusion. Its function
is to define included terms by placing them inside the cultural domain” (Spradley, 1978, p. 89).
A Domain Analysis Worksheet was created (See Appendix B) to show the semantic
relationships.
Taxonomy
Once the domain analysis was complete, a taxonomy was identified within the domain.
“A taxonomy shows more of the relationships among the things inside the cultural domain”
(McCurdy et al., 2004). Through my interviews I was able to identify a body of cultural
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information. The culture that I specifically targeted was teacher retention and teacher identity
development so I decided to complete not only a surface analysis, but an in-depth one as well.
“In actual practice, most ethnographers adopt a compromise: they study a few, selected domains
in depth, while still attempting to gain a surface understanding of a culture or cultural scene as a
whole” (Spradley, 1979, p. 134).
Two domains were located within the cases. These domains allowed me to see the parts
of the teaching culture as well as the relationships that existed. Domain analysis was used to
identify the fundamental units of cultural knowledge that I could not only see but also understand
as a researcher. The next step was to take included terms for each domain and create subsets.
“We must use a substitution frame. Such a frame must be based on the primary relationship of
this domain. It is important to keep in mind that a domain and the taxonomy associated with it
are always based on a single semantic relationship” (Spradley, 1979, p. 144). While looking for
subsets among the included terms, I again used the “substitution frame” method. I looked for
new relationships in the included terms.
Once these data had been analyzed, I was confident that my taxonomy was complete.
It is well to recognize that taxonomies always approximate the way informants have
organized their cultural knowledge. They are not exact replicas of that knowledge. More
important, you can continue your search for meaning with a componential analysis even
if you have not discovered all the terms or all the relationships in a taxonomy (Spradley,
1979, p. 154).
The taxonomy led to finding my subsets and their relationships. This helped to produce an
overview of the cultural scene; teaching at a Title 1 school for 5 or more years and understand
the internal structure of the domain.
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Componential Analysis
Finally, a componential analysis was conducted from the domain and taxonomy analysis.
“Componential analysis is the systematic search for the attributes (components of meaning)
associated with cultural categories” (McCurdy et al., 2004). Componential analysis looks at the
contrasts amongst cases. With cultural domain analysis and taxonomy, I was looking for
similarities and how these teachers’ stories were related to search for meaning. I looked at items
that were a kind of -reason that teachers stay and a kind of identity. Using componential analysis,
I can also find meaning that is not shown within these similarities. “A componential analysis
includes the entire process of searching for contrasts, sorting them out, grouping some together
as dimensions of contrast, and entering all this information onto a paradigm” (Spradley, 1979, p.
178).
Several contrasts became evident within my data based on the different answers to the
interview protocol that each case provided. Similarities and differences were discovered within
the data during analysis. A cross-case analysis was necessary to make meaning from these
contrasts to not only understand the common domains, but also the differences between them.
According to Creswell (2018) “This form of analysis applies to a collective case in which the
researcher examines more than one case. It involves examining themes across cases to discern
themes that are common and difference to all cases” (p. 322).
Summary
The purpose of this chapter was to describe the research methodologies I utilized in my
study. This study used the case study approach within the qualitative design. I believe that the
case study method; using in-depth interviews revealed the factors that have kept these teachers in
their Title 1, hard to staff school. Using cultural domain analysis, taxonomy, and componential
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analysis provided meaning to the cultural categories discovered in this study. The interviews
revealed if the teachers’ professional identities played a role in their retention. I received
powerful stories about their identity and retention. Details concerning the population description,
research design, the data collection strategy, data analysis strategy, and the study limitations have
been described.
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CHAPTER IV
Past research has provided evidence for many factors that influence teacher retention but
has not demonstrated the extent to which teacher identity development shapes teachers and their
practice and can be transferred to retention. The development of a teacher’s identity is an
ongoing process of interpretation and reinterpretation of who one considers oneself to be and
who one would like to become (Beijaard, Meijer & Verloop, 2004). Rodgers and Scott (2008),
described external and internal aspects of identity formation. They suggested that relationships
and contexts are external, and stories and emotions are internal aspects of identity formation.
Rodgers and Scott propose that the internal aspects are the “meaning-making” aspects of identity
development.
This research study posed questions to further study teacher identity as a means for
teacher retention. The focus of the study specifically targeted teachers with longevity in Title 1
schools which are traditionally, hard to staff. Teachers were recruited, selected and then
interviewed. This chapter presents stories from seven teachers who volunteered to participate in
this study and meaning is constructed from their stories. The purpose is to understand the reasons
these teachers have remained in the teaching profession, how they understand their professional
identity, and if that identity development is significant to their retention. I examined the reasons
teachers gave for remaining at their schools as well as how their identities continued to develop
throughout their career. Each teacher interviewed has been teaching more than five years at a
Title 1 school. This section introduces each teacher. Each of their teacher timelines are included
in their introduction. The timelines entries were used to support the stories they told me about
teacher retention and professional identity For the analysis, I posed each research question and
then provided combined answers that each teacher provided and how it helped to understand the
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reasons they remain in teaching, how they understand their identity development, and if that
identity contributes to their retention.
Cases
Case One: Lisa
Lisa is a 36-year-old Caucasian woman. Lisa lives with her boyfriend and does not have
children. She is currently in her 6th year of teaching and has taught at two Title 1 schools in SSD.
Lisa is a teacher at School A where the demographics are 79% Hispanic, 10% Black, 5% White,
and 6% Asian, Pacific Islander, American Indian, or two or more races. 43% of the students are
English Language Learners (ELL) and the population of 642 students is 100% free and reduced
breakfast and lunch. She found her home at School A where she teaches a 4th and 5th grade
combo class. The school moved up from a 2-star to a 3-star school in 2019 so School A lost
funding, which meant, it lost teachers. In an effort to keep class sizes down, Lisa was asked to
teach a combo class by her principal; a challenge she readily accepted.
Lisa knew she wanted to become a teacher since high school. She herself had a teacher
that inspired her during her junior and senior year of high school. She saw the impact this
teacher made on her life as well as her friends and decided that she wanted to do the same thing.
However, during college, she became tired of school and decided to enter the military. She was
active duty for 5 years and when she returned, she spent a year “becoming a civilian again.”
Once again, Lisa knew that she wanted to be a teacher and returned to school to finish her degree
in Elementary Education.
Upon graduation, Lisa could not find a job in her Midwestern state, so she applied to SSD
and was called within four hours by her first principal and hired to teach 3rd grade at a Title 1
school. Lisa packed up and left her family to move to the southwest to begin her teaching career.

54

Once school started, Lisa found that her student teaching had not prepared her for the type of
environment she was in. Additionally, she was not provided a mentor and felt she had no
support. Her teaching team consisted of her, another first year teacher, and a long-term sub
working on her teaching degree. Lisa remembers crying in one another’s classrooms because
they were new and felt so lost.
I remember calling my parents on my drive home every single day crying, and I’m a
tough girl! I don’t just break down and cry for no reason, but I was just like, what am I
doing here? Did I make the right choice? (Lisa, 2019).
Lisa’s father encouraged her to stay and finish out the year. She agreed because she does
not see herself as a quitter. She finished her first year of teaching relatively happy. Lisa remained
at this Title 1 school for three more years. During the 4th year, however, tension arose between
her and the assistant principal. Her principal was having some personal issues, so Lisa was
forced to deal with the assistant principal during her workdays. She describes the situation as
“hostile” and “crazy.” Lisa felt that she was being personally attacked by this assistant principal
and it affected her desire to remain teaching at this school, but she did not want to leave the
profession. Lisa began looking for another job at another school.
I enjoy teaching, I just didn’t enjoy her. I was like, as long as I can get to a different
school; nothing can be worse than this school (Lisa, 2019).
Lisa applied at another Title 1 School and was hired to teach 5th grade at School A.
There, Lisa says her team is really good and one of the other teachers is now her best friend.
I’m good here. I like this place. I’m getting friends, I have people that actually care, my
admin seems supportive, and it is just much better (Lisa, 2019).
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Figure 1. Lisa’s Timeline
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Case Two: Shelby
Shelby is a 56-year-old Caucasian woman who is in her 8th year of teaching. She is
married and has two kids. Shelby has only taught at Title 1 schools in SSD. She is currently at
her second school within the district and she feels with all the support she receives; she does not
want to leave. Shelby currently teaches at School B where the demographics are 73% Hispanic,
9% Black, 10% White, 4% Asian, and 4% Pacific Islander, American Indian, or two or more
races. 39% of the students are English Language Learners (ELL) and the population of 712
students is 100% free and reduced breakfast and lunch. She teaches 1st grade. Shelby knew since
she was in 2nd grade that she wanted to become a teacher. She always loved kids and knew she
would be either a pediatrician or a teacher. Shelby realized that she did not want to give shots or
do surgery, so she knew that being a teacher would be the way for her to work with kids.
Although she knew since the 2nd grade that teaching was for her, it took her many years
to realize her dream. In high school she was good in math and received straight A’s in
accounting, so she pursued a career in accounting. While going to school to become an
accountant, Shelby met with a career counselor who told her that she should be a teacher and an
accountant would be the worst thing for her. She decided to leave school and get a job. She
worked for a home builder in accounts payable for fifteen years. After this time, Shelby decided
to go back to school part time to once again, pursue her teaching degree. While taking classes,
she met her husband, got married, and then got pregnant with their daughter. School would once
again be placed on hold as she did not want to be away from her daughter. In 2008, Shelby was
laid off from her job and her husband actively supported her returning to school to obtain her
teaching degree. He told her she needed to go back to school full time and earn her degree.
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Shelby graduated in December of 2011, but had trouble getting a job mid-year. She was a
substitute teacher at her children’s school which she dreamed of working at because she knew so
many people and considered the teachers her friends. During the summer of 2012, the principal
called her a month before school started and asked her if she wanted a job teaching 3rd grade.
She graciously accepted. This was the first Title 1 school that she worked at.
Shelby says that her first year was a great year. There were instructional coaches, she had
a mentor, and she says her principal was very positive.
Everything was a challenge, but I had a great grade level. I had a mentor who was
amazing, and she helped me so much. Everyone says the first year is the hardest, I think
the first year was almost easiest because they were so supportive (Shelby, 2019).
Shelby found that teaching was more challenging than college had prepared her for. She
dealt with a student with ADHD, she had to find time for testing, RTI, and many other things
that she did not feel ready for. She realized during this first year that there was more to teaching
than she originally thought. During the second year at this school, the principal moved, and a
new principal was hired. Shelby said the new principal was not supportive at all. She managed to
stay for three years but says that each year it was miserable and got worse and worse. By the end
of year three, Shelby knew she had to leave.
When she moved to School B, three of her teacher friends moved with her. Once again,
she found a supportive principal and she really liked him. She was learning a lot and appreciated
the support she was receiving. However, she was not getting along with her grade level chair.
She found it hard to communicate with her and the support was not there. Despite liking her
administration and her grade level, the grade level chair was making her doubt herself.
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I’m like, maybe teaching is not for me. Maybe I should leave because I didn’t have the
support that I needed in my grade level and I felt like I was not doing a good job, that was
when I really started saying maybe I should find something else (Shelby, 2019).
In addition, Shelby was working extremely long hours, night and weekends. The time
away from her family was taking a tole on her. She was feeling guilty and felt like she was
putting other kids in front of her own. She considered moving to a private or charter school.
However, the more she thought about it, the more she knew she wanted to stay in a Title 1
school.
I knew I wanted to stay in Title 1 because these kids, they just needed so much and for
the most part, they’re so sweet and the parents look up to you as a teacher, and that’s
where I feel most comfortable, in that demographic (Sheila, 2019).
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Figure 2. Shelby’s Timeline
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Case Three: Melissa
Melissa is in her 9th year of teaching. She is a 37-year-old Caucasian woman. She is
married and has one child. Melissa is a teacher at School C where the demographics are 81%
Hispanic, 8% Black, 6% White, and 5% Asian, Pacific Islander, American Indian, or two or
more races. 46% of the students are English Language Learners (ELL) and the population of 552
students is 100% free and reduced breakfast and lunch. Melissa feels that School C is her
“Dream School” and she hopes to continue teaching 2nd grade there. Melissa has taught at three
Title 1 schools in her career. As a child, Melissa pretended to teach her stuffed animals and says
she wanted to be a teacher as long as she can remember. She is an only child, so she played
pretend a lot. Becoming a teacher was “something that was always there.” Her other career
option was becoming a mortician, but there was not a school close by, so she went with her first
choice which was teaching.
Melissa sought a degree in child development for three years. She moved and got a job
that prevented her from completing her observation hours and other requirements for her
teaching degree. At the time money and keeping a roof over her head was her driving force, so
she changed her major to Criminal Justice. In 2008, Melissa was laid off from her job, so she
took a couple years to think and “soul search.” She decided to go back to teaching. She only gave
it up originally because of finances, and now, that wasn’t an issue.
Melissa pursued her master’s degree in Education and was given the opportunity to
participate in a cohort program that allowed her to complete her practicums and her student
teaching in one year. She was hired by a Title 1 school in SSD. She stayed there for two years
but felt that there were too many “cliques” at the school. Additionally, the office manager was
sharing her personal business and made it an uncomfortable work environment. Melissa found
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herself at another Title 1 school while pregnant with her daughter. She was in the third year of
her probation period and was worried that taking time off would add another year of probation to
her, but her principal “was a blessing” during this time and she was not retained on probation.
However, when she returned to school, things changed within the school and with the principal.
It was really weird, it was almost like he wasn’t running the school, it was whoever his
“pets” were at the time, so to speak. We got a couple of student teachers and, I’m sure
there’s more to it, but just from my personal perspective, when these two people came, it
changed everything and it wasn’t for the better (Melissa, 2019).
A year later, the two student teachers were hired, and Melissa says the principal acted
like, “they walked on water.” They were given student teachers to mentor in their first year of
teaching; a job they were not ready for, nor did they do. That year, everything declined. Melissa
stayed for two more years, but the situation continued to get worse. During her third year, the
principal announced his retirement, so she was going to give it a chance because of new people
coming in. However, a new opportunity would present itself to her.
Melissa was hired at School C, another Title 1 school. She actually went to kindergarten
and 1st grade there. She refers to School C as her “dream school.” Melissa is the first to admit
that she is a very private person, so she does not let a lot of people in. She even keeps a little wall
up with her students and families because she does not want her heart to get “to involved.” She
sets boundaries. However, she credits some of her relationships within the school for helping her
stay.
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Figure 3. Melissa’s Timeline
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Case Four: Shannon
Shannon is a 42-year-old Caucasian female who is in her 10th year of teaching. She is
married and has two daughters. Shannon currently teaches at School D where the demographics
are 36% Hispanic, 14% Black, 25% White, 12% Asian, and 13% Pacific Islander, American
Indian, or two or more races. 14% of the students are English Language Learners (ELL) and the
population of 612 students is 65% free and reduced breakfast and lunch. She has been at School
D for 8 years and has taught 4th and 5th grade, but currently teaches GATE (Gifted and Talented
Education). She has taught at two Title 1 schools. Shannon did not know she wanted to be a
teacher until she was in college. She was a biology major for three years working towards
becoming a veterinarian. One summer, she went to work for a veterinarian, and she hated it. At
that point, she didn’t know what she was going to do. Her mother encouraged her to take a bunch
of classes to try and decide what she would like to pursue. She randomly took an education class
and loved it.
Shannon was hired at a Title 1 school for her first year of teaching and found herself
crying every day. She felt unprepared for the school because is was in a rough area of the city
and the kids were very low academically. She didn’t feel like she was helping them.
I felt like I wasn’t good at it and I was just crying all the time. And I had like a kid that
was banging his head into the wall every day. I had another kid who attacked me because
I took his butterfly necklace and I had to get him moved out of my room. Like it was just,
it was kind of crazy (Shannon, 2019).
The assistant principal took her under his wing so she would go into his office and sit down and
cry. She is surprised she made it. However, she really loved the kids and the principal helped her
a lot, otherwise, she wouldn’t have made it.
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The assistant principal was very involved, and he came into Shannon’s room to watch her
teach. He suggested she work on teaching one subject well each year and then add another
subject the following year. She felt this made it more manageable for her to think about it by
subject instead of “everything at once.” Her second year, she felt more confident by focusing on
one subject at a time. She felt better, got more creative, and did things that were fun with the
students.
After two years, Shannon changed schools. The supportive principal from her first school
was moving and asked her to come with him. Additionally, she moved because she didn’t have a
lot of friends at the school and it was far from her home. She said because all the teachers were
traveling to get to the school, they didn’t try to be friends with one another. Shannon was hired at
School D which was closer to home. School D had a younger staff and she made some of her
best friends there and they are still her best friends to this day. Having friends made work fun
because her and the other teachers could laugh hysterically at everything that the kids did
because it’s “craziness.”
Her sixth year of teaching, Shannon had the hardest student of her life and she almost
quit that year.
So, I felt like I was, you know, pretty experienced at that point, but I had never had… I’d
had lots of behavior problems, but the student was just extreme. He attacked other
students all the time. He attacked me all the time. I mean he tried to stab kids with
scissors, he tried to stab me with scissors and tacks (Shannon, 2019).
She couldn’t teach because of this student disrupting class with chanting, explosive behaviors,
and tearing apart her classroom. Shannon lost confidence because this student’s behaviors
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became worse and she could not manage them. Eventually, she helped him get placed in a selfcontained classroom for emotionally disturbed students.
Shannon still had a good relationship with her principal so that helped her. She felt
valued because she was given a student teacher. To her, that meant her administration trusted her
and it made her feel good about what she was doing and that she was respected as a teacher.
Giving her a student teacher made her want to do a good job. Then, something changed. Her and
the principal began “butting heads.” Shannon doesn’t know why, but he started making her “a
little bit miserable.” She felt that he was purposefully stacking her classes with difficult students.
Other teachers had told her that he did that all the time, but she didn’t believe them. She had a
little argument with him and the next year, she had the worst class. He also moved her down a
grade level against her will. Shannon almost quit, but she was very invested in teaching.
Once you get past 10 years, I think it’s hard to quit. Before 10 years, I think it would have
been much easier for me to quit, but once I’m past 10 years, then it’s harder. You’re just
so invested in the whole… That being your career at that point that it’s such a change. I
don’t even know at that point what I would have done (Shannon, 2019).
Shannon has been at this Title 1 school for 8 years. She has gone through three principals,
but feels she is important to her new principal. She likes to feel important and this principal relies
on her a lot for curriculum and has her help. The principal has Shannon on the leadership team,
the RTI team, and she does a lot of extra stuff for being a GATE teacher. She appreciates and
likes it.
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Figure 4. Shannon’s Timeline
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Case Five: Molly
My mom always tells the story that I had been in preschool for all of 15 seconds and I
was like, I’m going to be a teacher when I grow up (Molly, 2019).
Molly is a 46-year-old Caucasian female and has been teaching for 15 years in Title 1
schools within SSD. Molly currently teaches 5th grade at School E. The demographics are 39%
Hispanic, 16% Black, 31% White, and 14% Asian, Pacific Islander, American Indian, or two or
more races. 17% of the students are English Language Learners (ELL) and the population of 552
students is 69% free and reduced breakfast and lunch. She is single and has no children. Prior to
School E, she was at the same Title 1 school for 14 years. Despite knowing she wanted to be a
teacher at such a young age, it would be many years before she had her own classroom.
When Molly was applying to colleges after high school, elementary education was
automatically what she went to. She never wanted to be in a different line of work, ever. It had
always been about kids for her. In fact, in high school, she participated in a program that allowed
her to teach for a day. She took over a freshman biology course when she was a senior.
It’s just a program that our school did and for my best friend and I, (we) took over one of
our old teacher’s classes and just had a blast with it. It was fun. We did the lesson plan,
we did everything. Looking back on it, I realized how very close it was to actual
teaching. They really pushed us to do the real thing (Molly, 2019).
Molly taught preschool to pay her way through college. She loved it and loved the kids.
She enjoyed what she learned from them. During student teaching, she had no transportation, so
she had to take a bus to get to her school which was far away from where she lived. The
university did not want her to have a job during student teaching, and she was struggling to pay
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her rent and put food in her body. The cohort leader that supervised her asked her if she was sure
she really wanted to teach. That was enough to shake her confidence.
Because I was struggling just to get through life, it did show up in my teaching. Looking
back on it and I can see it. It showed up in everything I was doing, but instead of saying,
“What’s going on? What can I do to help?” He just went off on me and I was like, nope,
shut down, and walked away (Molly, 2019).
Molly needed one class to graduate, but she walked away and moved back home with her family.
She worked at another preschool and remained there for 10 years teaching the toddler program.
Molly felt she wasn’t going anywhere in her career, so she needed a change and moved
with her brother to the southwest. She told her boss at the preschool that she was moving. Her
boss knew people in the city she was moving to, so she got her an interview. She was hired as a
kindergarten aid at a preschool. When she got to the school, the kindergarten teacher had quit
and since Molly had enough college credits, the preschool put her in as a long-term substitute
teacher. She taught kindergarten for three years as a long-term substitute teacher. After three
years, the preschool brought in another teacher to co-teach with her. Molly and the new teacher
had very different styles and she felt the preschool wasn’t standing up for her, so Molly
transferred to another school within the company.
Molly went back to school while working at the new preschool and they helped pay for
her to finish her undergraduate program. She had to retake some courses that did not transfer
over, so she was able to work and get financial assistance. As soon as she finished her degree,
she was immediately hired by SSD. When the first Title 1 school called her, she wasn’t prepared
to teach there. It was 99% ELL and she felt that they needed a more experienced teacher who
knew what they were doing to help these students. She declined the position. Another school
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called and the science teacher at that school had been her science professor in college, so she
recommended Molly to the assistant principal and she was hired.
During her first couple of years, she explains “I got my feet under me.” She had basal
readers and a math program, so she did her best to figure everything out that she needed. When
the basal readers were no longer meeting the needs of the students, she was part of a group that
pushed interactive read aloud stories and other new ideas. She had immediately gone back to
school to work on her master’s degree upon completing her bachelor’s degree. She worked hard
to develop a solid program in 5th grade to help her students as well as other 5th graders.
We went through a couple bosses, some up people, some good stuff, some bad stuff, but
nothing was overly major. I loved my kids. Everybody knew me. Everything was good
until about four years ago. My then boss just started acting really psycho, not just to me,
but to a lot of people. I was just done and so it was like, okay, I’m going to transfer
(Molly, 2019).
Before Molly left, a new principal came in so she hoped things would improve. However,
things only got worse. The new principal watched tv on her phone all day, she would not
discipline students, and she “let the mean girls run loose.” Her 5th grade team was together for 8
years, but last year, the entire team left. During her 14 years at this school, she says she had 4
different principals and 5 assistant principals.

72

Figure 5. Molly’s Timeline
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Case Six: Mark
Mark is 44 years old and a Caucasian male. He is in his 16th year of teaching and has
been at the same Title 1 school for all 16 years. Mark teaches at School D which is also where
Shannon teaches. The demographics are 36% Hispanic, 14% Black, 25% White, 12% Asian, and
13% Pacific Islander, American Indian, or two or more races. 14% of the students are English
Language Learners (ELL) and the population of 612 students is 65% free and reduced breakfast
and lunch. Mark is married and has two kids. His wife also teaches at School D and has been
there for 17 years.
Mark did not know he wanted to become a teacher until he was almost finished with
college. He was a student athlete and played for his university and was also drafted to a minor
league team. During his offseason, he wanted to make some extra money, and someone
suggested that he substitute teach. He subbed for high school students and really enjoyed it.
During this time, he never was a substitute teacher in elementary school.
After three years of playing sports, he weighed the decision if he should keep playing or
get back into school. At the time, he had already attended school for three years, so he
considered getting into communications. After some consideration, he decided that he really
couldn’t do anything with that degree, so he needed something else.
I’d better get into something that’ll be solid, recession proof. I knew I could get a job
right away. I knew I could get a job right away because they really, at that time, and still
do, they needed teachers. So, I was like, that sounds good. I think I can do this (Mark,
2020).
While going to school and substitute teaching, Mark worked in the afterschool program at
School D. Since he already worked at School D, he spoke with the principal and asked if he
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could complete his student teaching there. The principal worked it out and he completed his
student teaching in a third-grade classroom. When the school year ended, there were several
positions that opened up for the following year, so he was hired to teach 5th grade. Mark did not
want 5th grade and at first, he declined the offer.
Then I said, what am I doing? I should just be happy that I’m getting hired. He’s offering
me a job, whatever he wants, I’ll do. I called him up and said, okay, I’ll do fifth (Mark,
2020).
Mark worried that he would not be able to connect with 5th graders as easily as he did
with 3rd graders. He got an extremely rough group with extremely challenging behaviors.
Because he was new, he didn’t really know what he was doing, he just tried to find his way and
made it through the year somehow. He received advice from mentor teachers, and they told him
to give himself a couple of years before it would really “start to stick.” The advice resounded
with him. The following year he switched to 4th grade and fell in love on day one.
Mark always had a lot of support at School D because of not only working the afterschool
program, but also student teaching there. He knew a lot of teachers right away. Anytime he
needed something or was frustrated, he had a lot of people that he could lean on and that would
help him out. It was mostly having people tell him everything was going to be okay.
Overall, Mark says he has had a great career. The toughest part of the job for him is the
unrealistic expectations put on teachers. The challenges come when people “higher up” place
demands about how to teach. If they aren’t in the classroom, then they don’t know what is going
on. He feels fortunate to have gotten along with all his administrators and that they have been
great. He was with the administrator that hired him for 13 years. When he left, another principal
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came in for 4 years and they got along good as well. Now, his principal is the former assistant
principal and they have a nice relationship.
I haven’t had that administrator problem where you hear about like butting heads. I’ve
been very fortunate. I know how fortunate I am. I was fortunate to end up here, how it
worked out. I’ve had administrators that I’ve gotten along with. At the same time though,
just because I got along with them, it doesn’t mean that I always agreed with them. That’s
the place I’m at. That’s why I think that I love it because I don’t let it bother me (Mark,
2020).
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Figure 6. Mark’s Timeline
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Case Seven: Nick
Nick is a 50-year-old Caucasian male. He is in his 16th year of teaching. He has worked at
Title 1 schools and a high performing school. Nick currently works at School F where the
demographics are 24% Hispanic, 8% Black, 54% White, and 14% Asian, Pacific Islander,
American Indian, or two or more races. 3% of the students are English Language Learners (ELL)
and the population of 672 students is 50% free and reduced lunch. Nick is married and has two
children.
Nick thought about teaching since he was in high school, but he pursued other things
first. He was originally in broadcasting. He wasn’t moving up as fast as he had hoped, so he
thought about education again. Nick wanted to be a high school teacher. He became a substitute
teacher to “try it out.” He subbed at elementary schools and decided that elementary was more
fun than high school. He went to a university to obtain his teaching certificate. He worked in the
classroom during the day and took classes at night for one year. Each course was five to six
weeks long.
After Nick received his teaching credentials, he was hired in the city he lived in, but then
a new principal came into that school and brought his own teachers. There was no longer a job
for Nick. He knew that SSD was looking for teachers and his wife said she would move if he got
a job. One month before school started, he was hired to start teaching 3rd grade at a Title 1 school
at SSD.
So, I told my wife, I’m going to start in August. We’ve got to put our house for sale. I
moved out by myself til the end of January, without my little kids, without my wife. It
was tough. I flew back a lot, but it was hard. They were babies still. They were little and
it was hard, but we managed (Nick, 2020).
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His first year was challenging. He worked at a school with a lot of transiency. Nick is the
first to admit his behavior management was lacking and he felt overwhelmed. He had many
students who could not speak English, could not read, and who saw stuff that “little kids
shouldn’t see.” He says it was rough. A new assistant principal was hired, and she was the one to
help Nick survive his first year. He also had a lot of teacher support at the school.
By the second year, Nick was the principal’s favorite. She gave him a great class his third
year. That was his “best class ever.” The fourth year, something changed. His principal became
mean with everybody and called him a “know it all.” He did not understand why she would do
this since she would praise him in front of the staff and discuss strategies he was using. She
decided to move him to 1st grade without his consent, so he left and went to another Title 1
school.
One thing that Nick really enjoyed at the new school, was that there was a lot of male
teachers, so it was easy for him to bond with people. He was able to see men’s teaching styles.
He saw a woman’s style often, but not a man’s. That opened his eyes a little bit because there
were so many men teachers at this new school. He made a lot of friends and had support from his
administrator and colleagues. The problem Nick had with this school was that is was very far
from his home. He wanted to work closer to his house and possibly at his child’s school. That
finally happened for him.
Nick went to teach 4th grade at a 5-star school. His first two years went well, but then the
principal got upset with him and made his last three years there terrible for him. He made a
mistake using social media to describe his rough teaching day and the principal was not happy
about it. He deleted the post and apologized, but the principal had already changed her opinion
about him.
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It was never the same. I was always cringing whenever she came in the room because I
knew she probably thought I was a low dirt bag. I didn’t mean to be. Again, I couldn’t
convince her that I wasn’t making fun of a kid, it was just the situation. I deleted it, I
apologized, I didn’t spread it around (Nick, 2020).
Nick now teaches at School F and he says it is a blessing. There is not a lot of parental
supporters and comradery is missing between the teachers, but he has a new principal and says
she is great. He enjoys working with his current grade level. He teaches science and social
studies to the 4th graders. He has a good group of students. As long as the principal doesn’t “go
crazy on me” he doesn’t plan on leaving School F.
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Figure 7. Nick’s Timeline
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Data Collection and Analysis
Two domains were created to begin analysis; Reasons Teachers Stay and Identity. Both
retention and identity have external and internal factors as has been shown in the literature
review. Therefore, those factors were used for analysis. For the domain of Reasons Teacher Stay,
External (outside sources) and Internal (what I can control), the subcategories discovered were
support, recognition, perseverance, relationships, and commitment. For the domain of Identity,
External (how others see me) and Internal (how I see me), the subcategories discovered were
perception (positive and negative), feelings, self-image, and commitment. Figure 8 and Figure 9
are examples of how the included terms and the Reasons Teacher Stay and Identity are linked by
the semantic relationship: -is a kind of.

Figure 8. Reasons Domain Included Terms

Figure 9. Identity Domain Included Terms

Domain

Domain

Reasons Teachers Stay
(Cover Term)

Identity
(Cover Term)

is a kind of
(Semantic Relationship)

is a kind of
(Semantic Relationship)

Support
Recognition
Perseverance
Relationships
Commitment
(Included Terms)

Perception
(positive & negative)
Feelings
Self-Image
Commitment
(Included Terms)

The included term of support from the domain of Reasons Teachers Stay, had different
aspects of support such as a support system, administrative support, school climate, and family.
All of which (is a kind of) support. Subsets for recognition, another included term for Reasons
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Teachers Stay, were identified. Recognition included respected as a teacher, role models for
students, acceptance from school community, students, and parent requests. The identity
domain’s included terms had subsets such as insecurity, disrespected, self-evaluative, and
optimistic.
A taxonomy outline was created for both Inservice Teacher’s Reasons for Remaining in
the Profession (Appendix C) and Inservice Teacher’s Identity Development (Appendix D). This
helped to structure how to verify the taxonomic relationships to produce new terms. The
included term relationships is a kind of reason (teachers stay). The same semantic relationship;
-is a kind of was included. Examples of the questions for the domain -kinds of relationships that
were asked:1. Is affection from students a kind of relationship? 2. Is making an impact on
students a kind of relationship? 3. Are connections with students a kind of relationship? All new
terms had to fit the semantic relationship for the taxonomy that was created. Figures 10 and 11
illustrates these relationships with regards to reasons teachers stay and identity development.

83

Figure 10. Taxonomy of Inservice Teacher’s Reasons for Remaining in the Profession
Reasons Teachers Stay
External

Internal
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Figure 11. Taxonomy of Inservice Teacher’s Identity Development
Identity
External (How other see me)
Positive
Perception
Loved/
Respected

Trustworthy

Understands
Pedagogy

Negative
Perception

Internal (How I see me)
Feelings

Self-Image

Commitment

Disrespected
(Society)

Insecurity

Inner-Voice

Dedication

Unrealistic
Expectations

Emotions

SelfEvaluative

Professional

Perserverance

Optimistic

Ineffective
Administrators

Friend

Paradigm tables (Table 8 and Table 9) were created to list the included terms, or subsets
of each domain down the left column. Three dimensions of contrast were identified.
A dimension of contrast is an idea or concept that has at least two parts. For example, the
concept ‘has leaves’ is a dimension of contrast that is related to trees. It has two values or
parts: (1) Yes, a tree does have leaves, (2), No, a tree does not have leaves (Spradley,
1979, p. 180).
The teachers have been in the profession between six and sixteen years. Three teachers
have been teaching less than ten years, two teachers have been teaching between ten and fifteen
years, and two teachers have taught more that fifteen years. I used the related dimensions of
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contrast to find multiple values and meaning in the data from these teachers. The findings from
the componential analysis, domains, and taxonomy guided the answers to the research questions.

Table 8
Componential Analysis of Reasons Teachers Remain in the Profession_____________________
Cultural Domain

Reasons
Teachers
Stay
Teacher
Support
(External)
Support System

Dimensions of Contrast
Under 10 Years
1
2
3
Lisa
Shelby
Melissa

X

Administration
Support
School Climate

X

Family

X

X

X

X

X

10 to 15 Years
4
5
Shannon
Molly

X

X

Over 15 Years
6
7
Mark
Nick

X

X
X

X

X

X

X

Recognition
(External)
Respected as a
Teacher
Role Model for
Students
Acceptance from
School
Community
Students
Parent Requests

X

X

X

X

X

X

X

X

X
X
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X

X

X

X

X

Perseverance
(Internal)
Teacher Efficacy
Determination

X
X

X

X
X

X

Student
“Breakthroughs”
Relationships

X

Affection from
Students

X

X

X

X

X

X

X

Impact and
Connections with
Students

X

X

X

X

X

X

X

Teachers I Work
With

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

Commitment
Emotions
Nothing Else

X

Teachers at Title 1 Schools: Under 10 Years 1-3, 10-15 Years 4-5, Over 15 6-7

Table 9
Componential Analysis of How Teacher’s Identities are Developed Throughout their Profession
Cultural Domain

Identity

Dimensions of Contrast

1
Lisa

Positive
Perception
(External)
Loved/Respected

X

Trustworthy

X

Under 10 Years
2
3
Shelby
Melissa

X

87

10 to 15 Years
4
5
Shannon Molly

Over 15 Years
6
7
Mark
Nick

X

X

X

X

X

X

X

Understands
Pedagogy
Friend

X

X

X

Disrespected
(Society)
Unrealistic
Expectations

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

Insecurity

X

X

X

X

X

Emotions

X

X

X

X

X

X

X

Perseverance

X

X

X

X

X

X

X

Inner voice

X

X

Self-Evaluative

X

X

X

X

X

X

X

Optimistic

X

X

X

X

X

X

X

Dedication

X

X

X

X

X

X

X

Professional

X

X

X

X

Negative
Perception
(External

Ineffective
Administrators

X

X

X

Feelings
(Internal)

Self-Image
X

Commitment

Teachers at Title 1 Schools: Under 10 Years 1-3, 10-15 Years 4-5, Over 15 6-7
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Research Question One
What reasons do teachers with five or more year of experience in a Title 1, hard to staff
school, attribute to their retention at the schools and in the profession?
Each of these seven teachers shared very similar stories during their interviews; they all
struggled during their first couple of years, they all looked for support, and, more importantly,
they all remained in the classroom more than five years. There are many factors that contribute
to teacher retention, but this research has shown that there are external as well as internal factors
that can influence retention. For the purpose of this study, external factors refer to the teachers’
social environment, family, friends, co-workers, and school community. Internal factors refer to
the teacher’s perceptions, attitudes, motivation, feelings, and roles that aid retention. The
componential analysis guides this analysis.
External Factors
Teacher Support
A reoccurring theme in the analysis was the word, “support.” Every teacher discussed
feeling supported by other teachers, administration, family, or having a support system in place
with friends, co-workers, and family.
Support System. All seven teachers specifically discussed having a support system and
the impact that has had on their retention. A support system refers to people who help these
teachers emotionally and socially. Unlike family, administration, and school climate, a support
system is a group of people working together to help these teachers succeed. They have built
relationships with other teachers at their school who may teach in their grade level or who may
not. A key finding is that all the teachers have a strong support system for when they have tough
days, struggle with curriculum, or need help with students.
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Shannon works with many of her best friends. The relationships she has built with other
teachers provide her support when she needs it. Working together for such a long time has
allowed her and her colleagues to go through their entire careers together. For her, that is a huge
support. Shannon has remained at her school for eight years because of her support system. She
says not only are her best friends in her grade level, she is also best friends with other teachers
within the school.
We talk to each other, we vent to each other, we get through things together, we laugh
together. I mean it’s really one of the main things that’s gotten me through this school,
full career (Shannon, 2019).
Molly had a support system within her grade level. Her team was together for eight years
at her previous school. In fact, they all left as a team when they felt the school climate changing
and they were unhappy. Although they do not teach together as a team currently, they still
support one another often. Molly knows she has her support system that she can turn to.
My best friends are all teachers, like all of them and so much so that my best friends were
the ones I was teaching in my grade level with. We’re still inseparable. There are daily
phone calls ‘This went right in my classroom. This went wrong. What would you have
done? What do you have for this? What do you have for that?’ between almost all of us
(Molly, 2019).
Lisa, Shelby, Melissa, Mark and Nick each discussed having a support system during
their career. Lisa has her family and other teacher friends, Shelby has administrators and her
grade level team, Nick’s support system is other teachers and past administrators. Melissa counts
on other teachers.
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I don’t know, when you have people, I have a great team this year and I think that just
kind of helps keep you going. When we have bad days, as a team, we kind of get
together, and not hang out, but just on the phone and text and vent and all that sort of
thing. That helps. It’s like, okay, I can do this again tomorrow. Just that little extra boost
outside of doing it just for the kids (Melissa, 2019).
Mark can turn to anyone for anything and they all know they can rely on him as well. An
important item to note; Shannon and Mark both teach at the same school and both mentioned
how well all the teachers build support systems for one another. As mentioned earlier, Shannon
has been at School D for eight years and Mark has taught there for sixteen years. The longevity
at this school with two teachers reinforces the idea that a strong support system could play a role
in teacher retention.
Administrative Support. The literature has revealed that administrative support has a
significant factor on teacher retention. “Administrators’ actions have enormous impacts on
teacher retention. Teachers want to work in schools where they have greater autonomy, higher
levels of administrative support, and clearly communicated expectations” (Skaalvik, 2011, p.
1031). Shelby recalls her first administrator and how supportive she was. She talks about how
positive the principal was and how she would come into her class and help her with whatever she
needed. Additionally, she would compliment Shelby and allow her to believe in her teaching
abilities. Despite most teachers saying their first year was the worst, she thinks it was her best
because of the support she received from her administrator. Her current principal is also
supportive and positive.
She is the best thing we could have! If you’re worried about something or if something
doesn’t go right or if you’re behind on something, she totally gets it, she’s really
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supportive. I have a lot of support at my school, which is why I would never leave it
(Shelby, 2019).
Melissa currently has an administrator who is “wonderful.” She appreciates that she is
structured and provides an environment that she can thrive in. Melissa describes her as fair
because she listens to all sides of every situation. If there is an issue with a student, the
administrator will hear from everyone involved. Melissa likes that her administrator does
everything “by the book.”
She discussed the encouraging things that her administrator says to her during her
evaluations. Her class made a lot of growth and several of her kids were above grade level. She
told her how great everything was. While Melissa was reluctant to accept the compliments, her
principal’s reassurance made a positive difference to her.
I think they [compliments] kind of, somewhere in there, just kind of, give me a little bit
of, ‘Okay, maybe I am doing something that’s making a difference.’ That keeps me
coming back (Melissa, 2019).
When Nick first started teaching, it was an administrator that stepped in to help and made
a difference for him. It was because of her that he learned behavior management. The principal at
Nick’s current school is “great.” Professionally, she comes in his room a lot, doesn’t criticize or
micromanage, and is nice to him. They have a good relationship. He can joke with her and feels
comfortable doing so. Nick knows he has a good relationship with her when he can do that. He is
happy where he is now.
“Principal support is essential, whether it be in attitude or actions. Lower levels of
teacher attrition and migration have consistently been found in schools with more administrative
support for teachers” (Brown & Wynn, 2009, p. 58). Lisa, Shelby, and Nick specifically
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discussed the role their administration played in their retention. Whether it was offering support,
friendship, or even laughing at jokes, each teacher felt that remaining at the school was easy due
to the administration. These three teachers spoke fondly about their administrators. They all
mentioned how happy they were with their principal support and how that made them want to
remain teaching at their schools.
Currently the teachers in this study have supportive administrators. However, this was not
always the case during their careers. Six of the seven teachers in this study left schools due to
administration problems. They experienced mean, unsupportive, and ineffective leadership from
past principals. Several of the teachers in this study remained at their schools for several years
hoping things would improve. When it did not, they found they had no other choice but to leave.
Many of the teachers left with their friends or their entire grade level. Something to note, Nick is
the only teacher to work at a five-star school. Every teacher in this study has only worked at Title
1 schools. The principal at the five-star school was a principal that caused an uncomfortable
working condition for Nick which caused him to want to return to a Title 1 school.
School Climate. School climate refers to promoting a positive physical environment
where students can learn and feel safe. Since schools are the working environment for teachers,
the school climate is just as important for them. Hughes (2012) studied the impact of teacher
characteristics, school characteristics, organizational characteristics, and teacher efficacy on
retention. Hughes found that teachers’ efficacy is a personal characteristic and is also situated
within the school in which they are teaching. In addition to being a positive working
environment, school climate, in this study, is an environment that is encouraging and maintains
respectful, trusting, and caring relationships throughout the school community. Lisa, Melissa,
and Mark attributed the school climate to their retention within their schools.
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Lisa feels that her school has built a community for the teachers. The teachers have
support and are generally happy. The school climate has allowed her to “go out of her comfort
zone” and try to build better relationships with other teachers. She feels that is important and
accredits that to the school climate. According to Lisa, her school is positive and friendly and
there are always people laughing and smiling.
We all have bad days, but majority of the time, everybody enjoys being there. They want
to be at school. We didn’t have any [teachers] move last year, nobody left, nobody
moved. We moved grades obviously, but everybody wanted to stay there because of the
community that the school has built (Lisa, 2019).
Melissa expressed that the structure of her school allows her to thrive. She enjoys the
control that she gets in her classroom. Melissa feels like she is making a difference with the
students in her room and doesn’t have somebody there telling her what to do. She has found her
“dream school.” For her, it has the right amount of structure, doesn’t have a “rumor mill,” and
they (teachers and staff) are more of a family as opposed to all the “clique” things that happen at
other schools. That environment is what helps her know she is in the right spot.
Mark’s school is a great place to work. He enjoys the familiarity and building on his
teaching there. Mark discussed the “vibe” of School D and claims it’s like no other school. When
other teachers come in to visit, they always remark that their own schools are not like School D
in terms of support and comradery. Everyone genuinely likes to go to work there. Mark has
remained at School D because of the “family atmosphere.”
It’s not that we don’t have our issues with people, working with people and stuff like that,
but for the most part, everyone genuinely likes to come to work here. That’s why it’s
great. It’s great. It really is great (Mark, 2020).
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Creating and maintaining a positive school climate not only affects student learning, but
it contributes to teacher retention. Lisa, Melissa, and Mark made references to having a “family
atmosphere” at their schools. They discussed teachers smiling and laughing with one another
every day. Lisa noted that last school year, none of the teacher left the school because of how
happy everyone is. School climate is a reason that these teachers have remained in the teaching
profession and at their Title 1 school.
Family. Family support was instrumental when some of these teachers wanted to walk
away. Lisa moved away from her family to become a teacher. She moved to the Southwest and
left everything and everyone she knew. At her school, she did not have a mentor or friends, she
was alone. When things were difficult for her at school, she would call her parents crying. She
revealed that was usually every day. This was unusual for this self-proclaimed “tough girl” who
doesn’t break down and cry often. When she questioned her choices and wanted to go back
home, her father encouraged her to continue. He told her to get through the school year and if she
still hated it, she could go back home. “God love him, he told me to stick it out!” This support
allowed her to believe that she could do the job and get through it. Lisa says because of her
father’s support, she was able to give herself pep talks every day and teaching gradually got
better for her. When the school year ended, she said she was relatively happy and told herself, “I
got this! One year down, 29 more to go.”
Shelby not only had her husband supporting her when entering the profession, but her
husband and her children continued to do so once she began teaching. Shelby knew she could not
let them down by leaving when she thought things were too difficult. She was away from her
family often working nights and weekends and not seeing her own children. She felt guilty. Her
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husband stepped in where she couldn’t be with regards to their kids. He would take off work to
attend their school function that Shelby couldn’t attend.
My husband’s always been very supportive. I mean, anything he could do. He would help
me grade, and anything he could do to help me, he would. My kids, they try to be
supportive and they have helped me grade before to be with me. A big reason that I
decided not to leave teaching is because I didn’t want them to look at me as a quitter or
failure (Shelby, 2019).
Nick left a wife and two small children to move to the southwest and become a teacher.
His wife stayed behind to sell the house and get their affairs in order. He lived alone in an
apartment and didn’t know anyone besides the people he worked with. Nick was struggling with
classroom management and had some difficult behaviors. He was overwhelmed. He called his
wife one day and told her to take the house of the market because he wanted to go home. His
wife encouraged him to “stick it out.” She told him not to quit on the kids in the middle of the
school year. Nick stuck it out and stayed. He made friends and found support at school. His
family moved out with him shortly after.
Family support was a key factor for these teachers when they thought about leaving the
profession. These teachers had family members who encouraged them to stay and “stick it out.”
Additionally, the thought of disappointing their family played a role in their retention. Families
provided emotional help to these teachers in difficult times. With their family’s support, Lisa,
Shelby, and Nick reveal family support as a reason they remained in the teaching profession.
Table 10 reveals some reasons the teachers provided for remaining at their schools. Teacher
support was discovered from each teacher during their interviews. Each category shows which
teacher discussed which topic and what words or phrases were used to uncover teacher support.
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Table 10
Reasons Revealed During Interviews: Teacher Support ________________________________
Teacher
Support
Support
System

Lisa

Shelby

Melissa

Shannon

Molly

Mark

Nick

Teacher
support

Great
support
system
Administration are
very
supportive

Lots of
support

Support
system

Special
“cult” of
people

Teacher
support

Male
teachers

Administration
Support
School
Climate
Family

Community
school has
built
Dad

Fair
Administratoin

Bond with
asst.
principal
“Family
atmosphere”

Structured
Environment
Husband/
Kids

Wife

Recognition
Recognition in the workplace can be used to increase moral and employee performance.
Teachers in this study discussed verbal distinctions that they received from others within their
school community. This recognition from others was important to these teachers’ retention.
Respected as a Teacher. Shelby and Shannon both discussed feeling respected because
they are teachers. Shelby said that parents look up to her as a teacher. The parents at Title 1
schools are, “very sweet and very supportive.” Their respect encourages her to continue teaching.
The parents look up to you as a teacher and that’s where I feel most comfortable, in that
demographic. (Shelby, 2019).
Shannon feels respected by her administration. The first time her principal gave her a student
teacher, she knew she was trusted. It made her feel good that she was responsible for a preservice
teacher and it was validation that she was respected for her knowledge.
It just made me feel good about what I was doing and that they respected me as a teacher
to give me a student teacher. It made me want to do a good job (Shannon, 2019).
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Role Model for Students. A role model is a person looked to by others as an example to
be imitated. Shelby, Mark, and Nick feel they are recognized as role models and it is a title they
graciously accept. Shelby works hard as a teacher and believes her family has seen her do so.
Her daughter is a hard worker. Shelby knows that she has set a good example for her. For this,
she understands that she is a role model for her daughter and that makes her happy.
I don’t want to put that out there where you get your dream job and then you quit
(Shelby, 2019).
Being a role model for her daughter by being a hard worker and not quitting is a reason Shelby
remains teaching.
Mark loves being a teacher. He’s important to his students during the school year. He
cares for them, but knows that when the school year ends, he probably won’t see most of them
again. Once they move to middle school, they rarely come back. He gives them the best of
himself during their time together. During their nine months together, he is responsible for giving
his students the best education he can.
I give them the best that I have , try to be a good role model for them, try to give them
some good life advice while I’m teaching, and things that maybe, hopefully, down the
road, will stick (Mark, 2020).
Mark provides his students with a good (educational) experience and memories. That is his
professional responsibility.
Nick thinks interacting with kids is a strange job, however, it has made him a patient
man. He has learned patience not only in his professional life, but in his personal life. Early in
his career, Nick was a “yeller” with his students and his own children. Knowing kids are
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watching him and looking up to him as a role model has caused him to have patience and talk
with kids instead of yelling.
I like to be a role model and show these kids how to act. I like to talk about the real world
and how things happen. I like to talk about my real life to the kids. It’s being a good role
model and I like that feeling (Nick, 2020).
He cares for the kids, their well-being, and their future. Being a role model is something he
enjoys doing for his students.
Acceptance from the School Community. Feeling accepted by administrators and
parents is a form of recognition to Lisa, Shannon, and Mark. Acceptance is the process of being
received by others. For these teachers, that process plays a significant role in their retention. Lisa
was asked to teach a combo class of 4th and 5th graders. Her principal asked her to consider the
position because he felt comfortable with her and thought she could make it work. The
acceptance as the teacher who could handle it helped her to feel recognized and she is enjoying
teaching the class.
Shannon is important to her principal who relies on her a lot for the curriculum. The
principal believes that she knows a lot about curriculum and includes her in discussions and
meetings that effect the school. She is on the leadership team, the RTI team, and she does a lot of
“extra stuff” as a GATE teacher. She is appreciative of the acceptance from her administrator
because it makes her feel important.
Feeling like I’m, an important part of the community does absolutely impact how I feel
about staying in it [teaching] for the next twenty years or whatever years, fifteen. I don’t
know how many years I have left (Shannon, 2019).
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Mark connects with different people and that helps him in his teaching career. He can
relate to all types of demographics of people. In his sixteen years of teaching, he has only had
one problem with parents. He is accepted by parents and he credits his communication skills to
this.
Usually, I’m able to sidestep any parent problems. I’ve had zero parent problems. I can’t
remember the last time I had a voicemail. Years. Like no voicemail. But parents, that’s
my bread and butter, being with parents, handling parents. Communicating (Mark, 2020).
Mark earns parent’s respect which in turn, gains their acceptance. This recognition allows him to
work well with not only students, but parents.
Students. Many teachers are frustrated by aspects of their jobs, but the actual experience
and craft of teaching and the relationships with their students are usually the reason they stay in
the profession (Cochran-Smith, 2004; Freedman & Appleman, 2008). Lisa, Shannon, Mark and
Nick supported this theory by discussing recognition from students as a reason for their
retention. Lisa organizes compliment circles with her class. Students get in a circle and
sometimes hold hands. They sit down with their legs facing in, so their feet are out. They pass
around a stuffed animal and each person gives a compliment to someone when it’s their turn. If
the student’s legs are out, it means they have not received a compliment yet. Once they receive a
compliment, they pull their legs in and sit crisscross. They go around the room, so everyone
gives and receives a compliment. Students look forward to compliment circle and know that Lisa
cares about them because of the culture she builds. This recognition from her class makes her
feel that they can relate to her and that they need her.
The kids relate to me more, so it makes me want to stay a teacher and want to just be a
better teacher for them. Someone they can relate to rather than somebody who never
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makes jokes or doesn’t occasionally get sidetracked because we’re talking about Marvel
comic books and movies. I think that it helps make me a better teacher to connect with
the kids more on their level rather than, I’m the teacher, I’m in charge of you (Lisa,
2019).
Shannon’s current class is very talkative. At the beginning of the school year, she was
tough on them and some of her students communicated with her about it. She admits her voice
can get loud, but this group is not responsive to yelling and has helped her become “softer.”
Because of her students, Shannon has found other ways to communicate with them. They made
her work hard for that and research other ways to get them to quiet down. She knows that they
recognize her as someone they can trust and talk to and that she will be receptive to them.
My kids become part of my world and I become part of theirs. It’s about who they are as
a person and how I help them become better people and how they’ve helped me become a
better person. Sometimes it’s the year that they teach me more patience.
The highs of teaching for Mark are when his students come back to see him and are doing
well. Past students that are now teenagers or are in college and come say hello and catch him up
on their lives is a great feeling for him. He is recognized as someone important by not only the
students, but by their parents. He runs into past parents from time to time and they recognize him
as their child’s favorite teacher.
I just was at a basketball game, a high school basketball game, and the (student’s) dad
still works there. His daughter, she’s like twenty-four now and he said, “You’re still
Mandy’s favorite teacher.” Like twenty years later. So those are like your ah-ha’s when
those come up, I think. Like, hey, I chose the right path (Mark, 2020).
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Nick brings his grandfather’s sense of humor into his classroom. He jokes around with
his kids and enjoys making them laugh. Nick is well liked by his students but doesn’t like to
brag. His sense of humor is different than others and this is what he thinks his students enjoy.
Every year he is recognized by his students as the “best teacher” or the “nicest teacher.”
Parent Requests. Students that enter a classroom one school year, may have younger
siblings coming up in future years. When parents want the same teacher for younger siblings,
Melissa, Mark, and Nick agree that their recognition provides them with confidence that they are
doing a good job. Melissa is not striving specifically for more, but she wants what’s in her
general control to the be the best that it can be every year with every new group. When parent’s
request her for their other children, she knows that she is a respected teacher.
I guess part of it makes me feel like I’m doing something right. I have a sibling this year
of a student that I had last year. When she came, she was so excited she was in my
classroom. She was like, “I jumped up and down when I read the letter and it said Ms.
Melissa, just like my sister!” (Melissa, 2019).
Mark feels he can’t be “that bad” if parents place their children in his class.
The way I look at this is, I’ve had three kids, like parents put three of their kids in my
class. I can’t be that bad if a parent has put three siblings back to back to back. Some
[parents] are waiting for their next sibling because they want me (Mark, 2020).
Nick had all the PTA moms request him for their children, so last year, he had all the PTA kids.
He believes that he is requested because he is a male teacher. According to him, kids like a
change. A male teacher is “unique.” Parents tell him that their child wants a man teacher and he
thinks that is why he is requested. He was the only male teacher at his school last year and he
received a lot of requests which is not typically allowed at School F. However, when asked if he

102

thought it was because he was male and not because he made strong connections with students,
he reluctantly stated that it was probably his sense of humor that students wanted to be around.
Table 11 shows some reasons the teachers provided for remaining at their schools. Recognition
was revealed from each teacher during their interviews. Each category shows which teacher
discussed which topic within the category of recognition and what words or phrases they used to
explore recognition as a reason for retention.

Table 11
Reasons Revealed During Interviews: Recognition _____________________________________
Recognition
Respected as
a teacher

Lisa

Role Model
for Students

Melissa

Shannon
Administration
trusts and
respects me

Molly

Role
Model

Acceptance
from School
Community

Administration
trust

Students

Kids
relate to
me

Parent
Requests

Shelby
Parents
look up to
you

Important
to principal
and
community

Nick

Role Model

Role Model

Parent
validation

Important to
kids
Return
siblings

Mark

Important for
students

Kids love
me

Parent
requests for
siblings

Parent
requests for
their child

Internal factors
Perseverance
Perseverance is a common characteristic with the teachers in this case study. They are all
persistent in teaching despite difficulty or challenges in achieving success. Perseverance is an
internal factor that only they can control and is a reason they offer for remaining in the teaching
profession.
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Teacher Efficacy. Teachers who exhibit high self-efficacy and use it in their daily
routines with their students, are more likely to have students who achieve and are more likely to
remain in the profession (Boyd et al. 2005). Melissa and Shannon each believe in their own
abilities to influence student learning and help them succeed. It is another reason they remain
teaching. Melissa knows that she can help students even when they aren’t in her class. A student
from another class struggles with his emotions and how to handle them. Melissa saw him looking
sad and she asked him if she could see a smile from him. The student looked at her, then smiled.
She thanked him for it and walked away. His teacher later told her that he had a great day and
when she asked him why, he said because he smiled at Melissa. This student now goes in daily to
smile at her. His teacher also told Melissa that when he was writing about something he was
thankful for, he said he was thankful for getting to go in and see Melissa and smile at her every
morning.
It’s [teaching] the only place I guess I really feel like people can really make a difference
because you’ve got these young minds that you can basically put your little thumbprint
on here and hopefully aid in them becoming the best they can be (Melissa, 2019).
Shannon didn’t feel like she was making a difference in the beginning of her career. She
remembers trying to keep “her head above water.” She knows thinks she is making a big
difference for kids and has a lot to give to the school, the students, and the other teachers. She
has worked diligently on having strong classroom management, clear expectations, and staying
consistent. With a lot of experience, she has become effective over the years. Shannon still
believes she has plenty to learn but knows that feeling is helpful as a teacher. Not feeling like
she’s done learning and not feeling like she’s already the best she is allows her to learn from her
students and do a better job each school year.
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Determination. Most of these teachers faced some form of adversity during their career,
however, they told themselves not to give up. For some it was not giving up on themselves, for
others, it was not giving up on the students. Their determination did not allow them to give up
their careers and they continued teaching. Lisa thought about leaving the teaching profession
during her first year. Being away from family and not having support at school was very difficult
for her. She had students rolling on the floor, throwing chairs, and one who barked in class. Lisa
was not given a mentor, and no one reached out to help her with these situations.
I was thinking I was just going to move back home, but then I remembered that I’m not a
quitter (Lisa, 2019).
Lisa no longer doubts herself as much. She might occasionally, but not to the point where she
questions if she should be teaching. It’s her sixth year of teaching and even though she knows
that’s not a lot, it’s more than some teachers have lasted. She can be a teacher for the next
“however many year” she needs to be and she’s okay with that now.
Shelby’s principal during her second year of teaching made “everything miserable.” She
changed everything and was not supportive. It was so difficult that Shelby questioned if she was
cut out for teaching. She began to think she didn’t want to do it.
You know what? Maybe I’m not cut out for this. Maybe I don’t want to do this. But I
didn’t give up because I didn’t want to give up and I stayed at that school for three years
and it was miserable, but I didn’t quit (Shelby, 2019).
Now, she thinks she’s stronger than she was and she’s more confident than she has ever been.
Like Sydney, Shannon discussed having an administrator who made her “a little bit
miserable.” She felt that he was purposely stacking her class with challenging students. She was
a 5th grade teacher and he moved her down to 4th grade without discussing it with her; “against
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her will.” Shannon was forced to move up from 4th grade to 5th grade the following year with this
same group of students who were very challenging. She was pregnant during this school year and
the stress was difficult for her. She almost quit. She told herself she was already so invested in
teaching, that she didn’t want to quit.
Once you get past ten years, I think it’s hard to quit. Before ten years, I think it would
have been easier for me to quit, but once I’m past ten years, then it’s harder. You’re
already so invested in the whole thing, that being your career at that point, that it’s such a
change (Shannon, 2019).
That decision to remain teaching has led to her feeling important and now she would have a
really hard time leaving and going to another school and rebuilding her career.
Sometimes Molly thinks she doesn’t want to teach anymore. She has thought about
working in a business atmosphere as a trainer and leaving the classroom. Somedays, that might
make her happier. She thinks about walking away and leaving public education. Then, she is
reminded about her determination to affect change within “her kids.”
Somebody will message me asking me questions that are thoughtful and deep about
whatever we are working on and it brings me back to, nope [not leaving], that is why I do
this. It’s all about the kids. Ultimately, no matter what I know about what needs to get
done and no matter what I know about what best practices are and what we’re not doing.
Ultimately, it comes back to kids (Molly, 2019).
Mark hasn’t thought about quitting in his sixteen years as a teacher, but he confesses that
he has considered changing schools. If the right situation came along, he would consider it. He
thinks about it all the time even though it may seem like he doesn’t. There are days where he
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feels like, “I’m done here, I’m out. I need a change.” Then, he is reminded that he is where he
belongs.
It’s just, I’m having too much fun here. It’s fun for me. I don’t want to be like that
person…it is easy for me. This job is not hard. If you have the right frame of mind and
you have a realistic approach to it, and you know that it’s about the kids, it’s really not
that hard. I’m having fun here. So, I see myself here. Ya, definitely. Definitely (Mark,
2020).
Nick had a unique situation at the five-star school he previously worked at. He posted
information about his personal workday on his private social media account. The principal found
out about it from another teacher. She was upset because other schools and parents might see
what he wrote. She also felt he was making fun of a student despite him discussing a situation
and not naming names. He immediately removed the post and apologized. He explained that his
account was private and other schools and parents did not have access to it. However, she was
not convinced. Because of this situation, their relationship was never the same. His working
environment became uncomfortable. The principal made false accusations against him and kept
him “under a microscope.”
I’m not doing this anymore, but then I thought, I don’t want to let her ruin my career. I
don’t want to let false accusations ruin my career. I don’t want to let a parent ruin my
career. I did persevere. I nearly fled and School F kind of led me back. They led me back
with their support (Nick, 2020).
Nick nearly quit teaching because of this situation and the administrator. After two years,
she had him transferred to another school. The school district worked with him to keep him in
the same region and he had the choice of another five-star school or a Title 1 school. He selected
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School F, a Title 1 school. The principal welcomed him and when he described the situation to
her, she replied, “You’ve got a fresh start. I’m glad you came here.” In the foreseeable future, he
doesn’t see himself quitting teaching.
Student “Breakthroughs.” A student breakthrough refers to students who might be
struggling to achieve success in academics or behaviors. Teachers work with them to help them
learn and advance. For Shelby and Mark, student breakthroughs are an important part of their
perseverance. It’s rewarding for Shelby to see students improve throughout the year. It can be
academic or behavior improvement, big or small, it’s rewarding to her. It’s all worth it to her
when she has a student that she can “really touch” and sees a “breakthrough.” Mark always does
what’s best for kids. If he doesn’t feel that it’s going to be beneficial to them, even if he’s told to
do it, he’s won’t do it unless it will benefit the students. He knows how to reach kids in the
classroom. He doesn’t always know when or where it will happen, but students will have a
breakthrough.
When you make those breakthroughs once in a while, it really is exhilarating! They have
a great day and they’re doing great and they’re turning in work and they turn the corner
that day. That’s fun. That’s cool to me, but you just never know. (Mark, 2020).
Table 12 reveals some reasons the teachers provided for remaining at their schools. Perseverance
was discovered from each teacher during their interviews. Each category shows which teacher
discussed which topic and what words or phrases were used to uncover their perseverance.
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Table 12
Reasons Revealed During Interviews: Perseverance ___________________________________
Perseverance
Teacher Efficacy

Lisa

Shelby

Determination

I’m not a
quitter

I didn’t
want to
give up

Student
“Breakthroughs”

Melissa
I’m
making a
difference

Kids
improve
ments

Shannon
Making a
difference

Molly

Mark

Nick

Already
very
invested
in
teaching

Being a
teacher is
part of who
I am

It’s what I
do

Won’t let
anyone ruin
my career

Breakthroughs

Relationships
Teachers generally love their students. Most teachers will talk about their “kids” with
pride, concern, and love. Grayson and Alvarez (2008) found that teachers who succeed in
keeping a positive relationship with their students are also more likely to remain motivated,
enthusiastic and to enjoy their workplace. Additionally, teachers rely on other teachers for
support and friendship. “The coworkers were their source of energy and strength as they met the
challenges of teaching in urban environments. The teachers commented that their fellow teachers
helped them experience a sense of belonging, ownership, and satisfaction in their jobs, even
when district mandates and bureaucratic pressures were mounting” (Waddell, 2010, p. 76).
Relationships were a significant reason these teachers provided for remaining at their schools
and in the profession.
Affection from Students. The love teachers have for their students is often evident and
students reciprocate by showing affection to their teachers. Many of the teachers in this study
feel that affection from students contributes to their retention. Shelby is the “hugger teacher.”
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Every student she has taught in the past loves to run up to her and hug her. Students that are now
5th graders still come to her for hugs. She knows it is important that students grow and learn, but
it makes her happy when the kids run up to her and are so excited to see her because they know
she cares about them. Melissa thinks she has good relationships with her past and current
students. Her past students almost always come and find her to hug her. When she switched
schools, she found it difficult that year because no one knew her, and she did not have past
students coming to say hello and offer hugs. Seeing past students is important to her. The most
rewarding thing about teaching for Shannon is the students. It’s not their test scores or their
grades, it’s more “just the hugs.” Her students are excited to see her every day.
If you walk through the lunchroom, they’re waving at you as if they didn’t just see you
fifteen minutes ago and they just look so happy to see you. It’s super rewarding
(Shannon, 2019).
Molly’s students can affect her day with their affection. If she’s having a rough day, kids who
see it come up and hug her and tell her how much they love her or how wonderful she is.
It’s really interesting that action of that one child can brighten my entire day and make it
better. They played that much into my mood and who I am and how I feel on a day-today basis, but also, just overall (Molly, 2019).
These teachers expressed how important affection from students is to them. Nick brought
up that he must limit affection from his students. Because he is a male teacher, he is “under a
microscope” and must be careful. Women teachers hug their kids, but men teachers don’t hug.
That is a main difference between male and female teachers.
So, if a boy or girl comes up and bearhugs, I say, “No bearhugs allowed.” You can’t hug
kids like that. There is a little bit of a difference there. I am more careful with that. You
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have your huggers and you don’t. Some kids are just huggers and they need it. They’re
affectionate, they’re children, but I’m weary of that and I don’t go out of my way to hug
kids (Nick, 2020).
Impact and Connections with Students. It is possible for teachers to impact student
learning, behavior, and self-esteem. Every teacher in this study remains teaching because of the
impact or connections they have with their students. Lisa discussed a past student that she ran
into recently. She went over to say hello and the girl’s face “lit up.” Lisa asked her how she was,
and the student told her she was doing well, and that Lisa had taught her so much. The student
told Lisa, “Just like you always say, it’s not hard if you study or it’s not hard if you pay
attention.” The student went on and on. She told her she took good notes in class because Lisa
taught her how to. Lisa teared up.
I’m like, oh my God kid, I love you so much. And I was like this, this is why I do what I
do. Because whether or not you see me again in ten years from now, if I never see you
again, hopefully I made some sort of impact. It just made me feel validated like, all right,
I am doing a good job at what I enjoy doing (Lisa, 2019).
Shelby had a student in 2nd grade who is now in 8th grade who she says is, “the sweetest
girl in the world.” Her birthday is close to Shelby’s and every year she sends her a birthday
message. Shelby doesn’t know how she remembers it, but every year she does. She had another
student who had leukemia while she was in kindergarten. When she came to Shelby in the 2nd
grade, she had been in and out of hospitals during most of 1st grade so she couldn’t read and
could barely doing anything academic. The student came to her healthy and “had heart.” Her
parents wanted her in 2nd grade to keep her with her peers. Shelby worked extremely hard with
her and at the end of the school year, she was reading at a first-grade level. She was below grade
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level, but she was reading. The student’s mom cried and thanked Shelby for the impact she had
on her daughter.
Melissa enjoys the impact she has on her students. When she see’s the “lightbulb” go on,
she knows she has made an impact on their learning. Usually after a break (winter or spring), it
never fails, her student’s suddenly “just know it.” Melissa’s students know she won’t let them
get away with anything, but they also know she is fair. She thinks they see that, and they know
she loves them. Students that misbehave all the time, still get big smiles on their face when they
are telling her stories because of the impact she has had on their learning and behavior.
Shannon practices growth mindset with her students. It has changed her thinking in a
positive way. She finds positive things to try and help the kids emotionally and socially. It
influences her and the students. Past students come back to her and tell her that she was the most
positive teacher they ever had because of growth mindset. They still tell her all about it. Also,
past students who struggled academically or with behaviors in her classes usually always run up
to her and hug her when they see her. Shannon is aware of the impact she has on her students
because of these experiences.
Molly knows she is having an impact on her students when they hold her accountable for
what she is trying to teach them. Her students know what she does on her personal time. They
ask her how late she stayed at work or if she went home and worked out. She discusses these
things with them.
We talk about health and I’m like, you need to work out. An hour of activity at least four
times a week. And they’re like, do you? No, no I don’t because I’m too busy grading
your stuff. So, then they come in and they’re like, did you go work out last night? Did
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you cook yourself a healthy dinner? All the things I’m trying to teach them, they try to
hold me accountable for (Molly, 2019).
Being with kids all day and making those connections is exciting for Mark. 4th grade has
a lot of “action,” and he doesn’t want to miss it. Being a male teacher, “right or wrong,” he is
often given boys with challenging behaviors. He has established himself as a disciplinary type.
He needs the boys and they need him.
As much as I complain about some of these boys, I love it because I love being in the mix
with them. I love having real high kids, and real sweet girls, but I love having boys just
up and walking around, because that’s what makes the job exciting for me. You know
there’s going to be action (Mark, 2020).
Mark makes connections with all his students, but especially the boys who don’t come from
households where there is a dad. He makes that connection with these boys because it is “his
responsibility” and he accepts that.
Nick believes people always remember their elementary teachers and he wants to be one
of those teachers. He prides himself on not only being a role model for his students but making
them laugh. He discusses his real life with his kids. He writes stories and shares them with his
classes. His kids love it and they will always remember that when they think of him. These type
of connections to his students are meaningful to both him and his students.
Teachers I Work With. Each teacher in this study values the relationships they have
with teachers they work with and consider it essential to their retention. Lisa is not a people
person and prefers to avoid crowds and stay home and eat ice cream. The first teacher that she
bonded with was the same way. They referred to themselves as “awkward turtles.” They would
“hang out” on weekends together and became very close. Together, they made friends with other
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teachers at school and now do social things outside of school. They have gone to play music
bingo and did a wine and painting night. Lisa has come out of her “comfort zone” to build
relationships with people she works with. She eats in the teacher’s lounge with her friends and
teammates because she needs to be sociable.
It makes me happier at work too because if my friend is not going to be there, I’m going
to be like, all right, well, I don’t want to be grumpy, let me go talk to so and so because
we are friends now and I feel comfortable doing that. I’m enjoying everything and
everyone’s just happy and it’s awesome really (Lisa, 2019).
Shelby looks for and needs support as a teacher. The relationships she has with other
teachers not only offers her the support she needs but provides her with relationships that help
with her retention. The teachers she works with are her friends and they are close. In fact, most
of the teachers she has ever worked with, she is still very close to. Her grade level respects her,
and they are nice to her. Shelby thinks most teachers are warm and caring and “just take you in.”
It’s been important to her to keep her relationships because then she can always find support.
The only reason I stayed is because I had a really close-knit group of teachers (Shelby,
2019).
Melissa’s relationships that she has built within the school help her remain teaching. She
likes having people to keep her going. Currently, she is very fond of her team. Despite having
bad days, they can figure out how to get through them together. Melissa is a private person and
doesn’t do things with her team outside of school, but she appreciates that she can call and text to
vent and they offer support. The relationships that Melissa has with her team helps her to know
that, “I can do this again tomorrow.”
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Shannon considers the teachers she works with and has worked with a “part of her
community’ because they have so much fun together. According to her, she has made some deep
relationships with other teachers. She has two “work husbands” because they have worked
together for a long time and they have gone through so much together. That’s a huge support.
Shannon knows that one of the biggest reasons she has continued teaching is because of her
relationships with other teacher; she says that’s her number one reason.
All of Molly’s best friends are teachers, they are inseparable. During the summer, they
participate in book studies and enjoy one another’s company. Even Molly’s boyfriend is in
school right now to become a teacher. For her, teaching “really seeps pretty deeply into my entire
life.
Even my friends now, we all do things so differently, but we all still come back together.
It’s really weird. I look up to them that way, too. It’s like a special cult of people that
only other teachers really truly understand what it’s like to be a teacher in this day and
age (Molly, 2019).
The relationships that Mark has built during his career extend far beyond just friendship;
he met his wife at his school. They were friends for about six years before they started dating and
have been married for over ten years. She has been at School D one year longer than him.
Everyone at the school has known his kids since “before they were born.” The relationships at
his school extend beyond being colleagues. In fact, Mark tries to get all teachers to eat in the
lounge to be together.
I’m a big proponent of eating in the lounge. Actually, I give teachers a hard time, I mean
when they eat in their room. Come on, listen, come into the lounge and hang out, you
don’t need to be in your room, and you’re not that busy. We all have work to do,
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everyone’s got work to do, come and hang out. Going in and hanging out, talking or
complaining about things together. That’s the fun of the job too. It’s a huge part of my
life, this school and this community here (Mark, 2020).
Nick has relationships with past administrators and teachers that are important to him.
However, he feels it is difficult for a man to build relationships in a predominately female
profession. He has worked at one school that had several male teachers and he built relationships
with them. He enjoyed understanding teaching from a male perspective. Nick does things outside
of school with teachers he has strong relationships with. He is in a fantasy football league with a
group of some of them, joins trivia nights, and he attends an annual holiday party with others.
Table 13 shows some reasons the teachers provided for remaining at their schools. Relationships
were found as a key factor to these teachers’ retention during their interviews. Each category
shows which teacher discussed which topic and what words or phrases were used to uncover
relationships.

Table 13
Reasons Revealed During Interviews: Relationships ___________________________________
Relationships
Affection
from students

Lisa

Shelby
Student
hugs

Melissa
Affection

Shannon
Affection
from students

Molly
Student
affection

Mark

Nick

Impact and
Connections
with Students

Impact
on
students

Impact on
students

Relationships

Connection
with students

Become a
better
person

Connections with
students

Special bond
with
students

Teachers I
Work With

People
that care

We’re so
close

Great
team

Deep
relationship
with other
teachers

Best
friends

People I
work with

Feel like I
belong
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Commitment
The teachers in this study have been in the classroom for five years or more. In a
profession that historically loses teachers within five years, it was not surprising to see that
commitment was common with all these cases.
Emotions. Commitment requires dedication and with dedication comes many emotions.
Every teacher shared different emotions about their commitment to teaching. Lisa received an
email from a past student that said he missed her, and he had learned so much from her. He had
some trouble with behaviors during his year with her, so she was surprised to hear from him. He
told her that he was enjoying 7th grade and he was having fun. He said his grades weren’t
awesome, but he remembered everything she taught him and having so much fun in her class.
That email hit her “right in the feels.” When she receives these types of emails, it warms her
heart and she loves it.
Shelby is in teaching for “the long haul.” She enjoys the school she is at and loves the
teachers she works with. All the teachers are close and get along so well. They help one another
and go out of their way to help one another. There is a new teacher at Shelby’s school and other
teachers “smother” her trying to help her with whatever she needs and include her. Her school is
a great environment despite teaching being so hard. This makes her happy to go to work and
happy to be a part of the team.
Melissa was angry with a teacher who left a few months into the school year. When
Melissa started teaching at this school, she was surprised to learn that her kindergarten teacher
still taught there. She was more surprised when the teacher “just quit.”
I just remember thinking, I was like, that’s a really crappy thing to do! You’ve been
teaching at least thirty years and you’re just going to quit on this room full of first
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graders. I don’t want to be like her. You don’t like it, that fine, wait until the end of the
school year. Put your heart into it until then (Melissa, 2019).
Shannon believes the good has outweighed the bad during her teaching career. However,
the bad can be bad. It can be “scary bad.” When that happens, it causes the rest of her life to be
affected outside of school. Worrying about kids that she knows aren’t eating or kids that she
thinks that their parents are on drugs and she’s just sending them out the gate and on their way
back into that situation. When she’s at home, she doesn’t just turn that off.
You’re sitting there still worrying about that kid all day. He told you that he had this
terrible day or the night before, didn’t sleep because his parents were fighting and then
you’re just sending him back. You know? So, you have a sense of not having control.
Then, the taking care of them and making them feel safe and loved while they’re there
outweighs that, but it does affect you for sure (Shannon, 2019).
If Molly feels that her class does not like her, it makes her who she is for that school year.
In class they discuss that the students have the power to influence her. Students can have angry
teacher or happy teacher. She gives the students the opportunity to change their circumstances
and change how she feels and how they feel. That is why, when they choose to trust her, it
influences how she feels.
Teaching is an exciting job for Mark. When he arrives at school, he knows some of his
kids are going to be doing some stuff; some of it is going to be funny and some of it is going to
be questionable. It is all the different behaviors that keep teaching exciting.
Your day’s never boring. That’s what I love. If you had twenty-nine perfect kids just
sitting there doing [work], listening on every word, yes, that seems like it would be cool,
but at the same time, that might be boring if they just do whatever you want all the time.

118

Even though ironically, you complain, man they don’t listen, they don’t behave, but
that’s, I think, the fun of it (Mark, 2020).
Mark is very happy in the classroom, it’s where he likes to be. He finds it exciting. Therefore, he
doesn’t see himself out of the classroom anytime soon.
When Nick thinks about possibly leaving the classroom, he realizes how much he would
miss it. He would miss the kids most of all. He loves the 4th graders’ mindsets and would miss
working with them. His sense of humor is geared to 4th graders so he would need to change it if
he left and doesn’t want to do that. The feeling of being a role model for students is important to
him so he will probably stay teaching at School F.
Nothing Else. Many of the teachers in this study felt their commitment came from not
being able to picture themselves anywhere else. During difficult times, Shelby, Melissa, Shannon
and Mark considered leaving the profession, the school, or both, but didn’t know what else they
would do or where they would do it. Their commitment came from within them. These teachers
had these thoughts early in their careers. Today, these feeling are now reasons that they remained
teaching.
I never figured out what I’d want to do instead (Shelby, 2019).
I don’t know where else I would see myself. I don’t see myself anyplace else (Melissa,
2019).
I don’t know at that point what I would have done. I just felt like I was already very
invested in teaching (Shannon, 2019).
I can’t see me doing anything else (Mark, 2020).
Table 14 illustrates some reasons the teachers provided for remaining at their schools. During
their interviews, commitment was found as a key factor for these teachers’ retention. Each
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category shows which teacher discussed which topic and what words or phrases were used to
uncover commitment.

Table 14
Reasons Revealed During Interviews: Commitment___________________________________
Commitment
Emotions

Nothing Else

Lisa
Enjoy
ment,
validat
ion,
love

Shelby
Love

Melissa
Happiness

Shannon
Love, valued

Never
figured
out what
I’d do
instead.

I
don’t
know
where else
I would
see myself

I don’t know
at that point
what I would
have done

Molly
Happiness

Mark
Excitement,
exhilaration,
love

Nick
Anger,
love, happy

I can’t see
myself doing
anything else

Research Question Two
How are teacher’s identities constructed, challenged, and modified throughout their inservice teaching profession?
External Factors
Teacher identity is likely to undergo considerable development as teachers progress
through their careers. The process of developing a teacher identity may involve periods of
exploration, uncertainty, and conflict, resulting in some incorporation of personal identity with
professional identity (Meijer et al., 2011). The seven teachers involved in this study had unique
ideas about what identity is, who they are, and who others think they are. As with retention,
external and internal factors contribute to identity development. For the purpose of this study,
external factors refer to the teachers’ social environment, family, friends, co-workers, and school
community and who they perceive the teacher to be. Internal factors refer to the teacher’s
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perceptions, attitudes, motivation, feelings, and roles that effect their identity as a teacher. Once
again, the componential analysis used in Chapter 3 will guide this analysis.
Positive Perception
Positive perception refers to how the teacher understands how others see and feel about
them as teachers. Perception is based on how a person sees things and what they believe. When
others view teachers in a positive way, it has a positive effect on the teacher’s identity. The
teachers in this study discussed similar external factors that have affected their professional
identity in a positive way. These external factors aided in constructing, challenging, and
modifying each of these teachers’ professional identity. This first section discusses the positive
perceptions these teachers believe others to have about them.
Loved and Respected. Teachers discussed the importance of feeling loved and
respected. Being cared for and valued as a teacher helped them to develop a professional identity
as a teacher. Six of the seven teachers in this study agreed that love and respect was important to
identity development. Lisa was asked to teach a combo class of 4th and 5th graders this school
year. At first, she did not know if this was something she wanted to do. Her administrator told
her that she was the only person he was comfortable with to make this class work. He allowed
her to keep her same classroom and kept her lunch and prep period with her close teacher
friends. The respect he showed her as a professional and as a person were instrumental in her
success teaching this class. She felt confident to face the challenge and will continue teaching the
same class next school year.
Shelby discussed an administrator who told her she had “with-it-ness.” She recalls
learning the term but didn’t quite understand its meaning. The administrator told her that if she
turned her back on her students, she still knew exactly what they were doing and because of that,
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she had “with-it-ness.” This made Shelby feel positive about her teaching. It also showed her that
she was respected by her administration.
Shannon feels respected when her administration relies on her. Her current principal was
a special education teacher prior to becoming a principal so the general education curriculum
was somewhat new for her. Shannon knows a lot about the curriculum, so the principal uses her
as a resource. She has placed her on many teams to make decisions that affect students and the
school. Feeling important and valued by her administration shows her that she is respected.
Molly also had an administrator who did not teach general education, he was a music
teacher prior to becoming a principal. He would rely on Molly to help with curriculum as well.
He discussed best teaching practices with her. He wanted to know her thoughts and feeling about
why she thought things were best practices and how she used them in her classroom. He allowed
her to talk and justify why she did the things she did in her classroom. Molly felt respected as a
teacher because of these conversations.
Since Mark has been at his school for so long, he knows when people say his name, he is
respected. When they say his name, they automatically know what kind of teacher he is. People
have already heard about what kind of classroom he has and what kind of class he runs.
Additionally, other teachers know what kind of colleague he is. Positive things are said about
him and he is thought about with admiration and respected as a teacher.
Nick’s relationship with his students includes lots of humor and lots of love. He
genuinely cares about students’ wellbeing and their future. His students know that twenty years
from now, he will still care about them and he wants them to “soar high.” Being caring and
patient with his students allows them to connect with him. Every year, the students let him know
that he is their favorite teacher. His students love him.
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Trustworthy. When a person is trustworthy, it means that others know that they are
truthful and honest. For some of the teachers in this study, when others look at them as being
trustworthy, it contributes to their professional identity. In an effort to keep class sizes down,
Lisa’s principal asked her to teach a combo class of 4th and 5th grade students. Currently, she has
twelve 4th graders and thirteen 5th graders. She teaches all subjects with both curriculums. She set
her class up to where she works with one grade while the others do independent work and then
they switch.
I was really nervous at first and I’m one of those people that I like routines probably
because I’m military. So, not being able to figure out the flow of everything at first, that’s
what I worried about. How am I going to make this happen? How is this going to
happen? How am I going to get both of these things? It’s something I though about all
summer (Lisa, 2019).
Despite the challenge that she faced; Lisa felt trusted by her administrator to make this work.
Being trusted and respected has had an influence on Shannon’s professional identity. The
first time she was asked to mentor a student teacher was important to her. She was trusted to take
care of a future teacher and she felt good about what she was doing. This trust allowed her to feel
respected as a teacher. Administration includes her in school leadership decisions and includes
her in teams, so she feels validated because of the amount of trust they have in her.
The relationship Molly has with her students is important to her. They trust her and she
knows she has really reached them.
So we had a really rough thing go down a couple of weeks a go and one of my kids that
was involved in it came back from the office knowing what was going on, knew exactly
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what was going on and I didn’t. She came back and whispered in my ear, she’s like, “I
know you need to know, here’s what’s happening” (Molly, 2019).
The student knew that another student had been sexually assaulted. The student trusted Molly
and felt that she needed to know in order to help. That trust plays into Molly’s identity as a
teacher and a person.
Mark has established himself as a “disciplinary type” at his school. He handles students
with challenging behaviors. Each year, administration trusts him with five or six male students
who need a male role model. Although he finds this challenging each year, he says, “That’s part
of the challenges of being a male teacher in elementary.” However, he is trusted with these
students because they need him. That is what he “signed up for.” They need him and he knows
he is trusted to “do them right.”
Understands Pedagogy. Pedagogy is the study of how knowledge and skills are taught
in an educational context. Pedagogy considers the interactions that take place during learning.
Having a well-thought-out pedagogy can improve the quality of teaching and the way students
learn. Six of the seven teachers in this study discussed their pedagogy and how others see them
as a teacher. Other people providing these teachers with validation as a knowledgeable and
effective teacher impacts their professional identity.
Shelby, Melissa, Shannon, Molly, Mark, and Nick each had stories about their pedagogy.
Shelby and Melissa discussed their post observation meetings with their administration. Each
teacher mentioned that their administration commended them for their teaching, their student’s
growth, and their effectiveness. Ironically, both teachers felt they weren’t doing a good job or
that they could have done better.
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After I would have an observation, she would ask me, “How do you think you did?” I’m
like, I did this wrong, I did this wrong, I did this wrong. And, she’s like, “Oh my gosh
Shelby, you are your own worst enemy! You did this great, and this great and this great
and the things that you think you did bad, you didn’t do bad” (Shelby, 2019).
So, you could be my admin and you could tell me that I’m doing a great job. And, in fact,
last year she’s like, you did this, you made a lot of growth and you got this many kids
over, blah, blah, blah. She was just, how great everything is, but I’m like, hmm, things
probably could’ve been better (Melissa, 2019).
Both teachers admitted, however, that even though they may not believe what is being said to
them about being an effective teacher, hearing it from administration does confirm that they are
good teachers.
Shannon and Molly are trusted to help their administrators with school curriculum. Both
teachers had administrators who were not general education K-5 teachers, so they reached out to
each teacher for help. Shannon and Molly understand curriculum and are happy to help their
administration. Shannon is on leadership teams and works closely with her principal. Molly
discusses best practice and what they look like in her classroom. Additionally, when the reading
program at her school was no longer meeting the needs of the students, she worked hard to
develop a solid program that was “getting kids places.”
Student behavior can impact academic learning. For pedagogy, Mark and Nick discussed
being “great with male student behaviors.” Mark and Nick referenced dealing with male student
behaviors because they were male teachers. Mark looks at managing male student behaviors as
his responsibility. Many of his male students come from homes without fathers. He has
established himself as a “disciplinary type” and works with these students to help them grow and
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learn. Nick’s administrator moved him to a lower grade level to work with a male student who
had behavior issues. He believes she wanted the student to have a male teacher. The counselor
knew Nick would do great with the student, and he did.
Friend. Relationships were important to these teachers as reasons they remained in the
profession. It is understandable that part of their identity is that of a friend. Every teacher has
friendships within their school community and with past teachers who now make up many of
their support systems. Lisa, Shannon, Molly, Mark, and Nick said their best friends worked with
them and that they did things together outside of school. They knew they were viewed as a
friend.
Lisa’s boyfriend works for her best friend’s husband. When he was laid off from his job,
she told Lisa that her husband was hiring and helped him to get a new job. Shannon is best
friends with many teachers from her school. They go to happy hour and share stories with one
another. Shannon loves her friendships at her school and that is why she stays teaching there.
Molly’s best friends include her 5th grade team of over eight years. They are “inseparable” and
talk all the time. They no longer work together, which they would like to change, but are still a
significant part of one another’s lives. The friendships Mark has established are important to
him. He gets along with everybody and that makes going to work fun.
There’s not one teacher that I can’t work with. There’s teachers that cannot work
together, like you’ve seen, you’ve been in that situation where they just [can’t get along].
I just never got that because I could work with anybody. No matter how bad they were
the year before with the other group, I get along with every teacher. I’ve never not got
along, never had a problem with another teacher, ever (Mark, 2020).
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Nick’s friends are past teachers, past administrators, and current colleagues. He does things
outside of school with many of these teachers. They have established lifelong friendships.
Table 15 illustrates ideas that teachers provided as parts of their professional identity. During
their interviews, positive perception was found as a component to their identity development.
Each category shows which teacher discussed which topic and what words or phrases were used
to understand their positive perception of others as a factor of their identity.

Table 15
Identity Factors Revealed During Interviews: Positive Perception_________________________
Positive
Perception
Loved/
Respected

Lisa

Shelby

Respected,
loved,
relatable

Smart,
hard
worker,
dedicated,
respected,
loved

Trustworthy

Trustworthy

Melissa

Understands
Pedagogy

“With-itness”

Great
teacher

Friend

Friend,
helpful,
caring

Friend,
family,
team

Shannon

Molly

Mark

Nick

Knowledgeable,
mentor,
important,
loved,
respected
Trustworthy
Knows a lot
about
curriculum

Part of
students'
world,
loved

Relatable,
favorite
teacher,
mentor,
important,
needed
Trust-worthy

Favorite,
best
teacher,
nicest
teacher

Behavior
Management

Classroom
Management
Coteacher,
friend

Trustworthy
Best
practices
Friend,
gets
along
well

Joker, friend,
easy to get
along with,
social, good
colleague

Negative Perception
When others view teachers in a negative way, it has a negative effect on the teacher’s
identity. The teachers in this study discussed similar external factors that effected their
professional identity in a negative way. These negative perceptions contribute to teachers’
professional identity. This section discusses the negative perceptions these teachers believe
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others have about them. Interestingly, Lisa was the only teacher that did not feel any negative
perceptions.
Disrespected. Shelby, Melissa, Molly, and Nick have felt disrespected as a teacher
during their career. Shelby feels that teaching as a profession is disrespected. For her, this is
heartbreaking because what she does is so important to her.
I feel like people who aren’t part of the teaching community think the teachers have it
easy and they get summers off and they have a six hour work day and it’s so easy and
they look at you like, get a real job kind of thing. And, that’s heartbreaking. I mean as far
as getting raises and stuff, people never vote for us to get raises because, “you guys are
glorified babysitters” and stuff like that. That’s really hard because we work so hard and
when people say, “Oh, that’s not a real job, you get summers off, you’re lucky.” That
gives me a real low (Shelby, 2019).
Disrespect by society has a negative effect on Shelby and her identity.
Melissa had a student that told her she was “rude, but nice.” She wasn’t sure how to take
that. Despite being told she was nice, she wondered why a student would consider her rude.
Melissa does not let her students get away with bad behaviors, so for this student, it meant
Melissa was rude. The disrespect of this comment had a significant impact on Melissa.
Molly feels that too much is expected from teachers. Administrators don’t respect her
personal time. She receives emails on her days off that she is expected to respond to. The
expectations on teachers is that everything on the list is always done. While everything is
expected to be done, there is never a question of, “What can I do to help you?”
There’s so much that they ask from us that they don’t give respect to anything else about
our lives. As an admin, as parents, even as kids. It goes from “I finished writing an essay,

128

did you grade it yet?” Yes, magically I managed to grade it in the three seconds since you
hit submit. There’s nobody standing behind you asking you, what can I do to lighten your
load? Even though, everybody knows, that the load is to much (Molly, 2019).
Nick was disrespected by his administrator and some parents. Due to a social media post,
Nick’s principal never looked at him the same. He recalls feeling like she thought of him as a
“low dirt bag.” The next few years became challenging for him at the school, and he thought he
shouldn’t be teaching anymore. Additionally, another parent falsely accused him of touching a
student inappropriately because he put his hand on her back. The situation was taken out of
context and he, once again, felt down as a teacher.
Unrealistic Expectations. A common element with these teachers was the unrealistic
expectations put on them either by their administration or the district. Each teacher discussed the
“extra work” that goes into teaching and not having enough time. The unrealistic expectations
make teaching difficult for Shelby, Melissa, Shannon, Molly, Mark and Nick. This can lead to
negativity within their identity because they feel like they are falling behind or unable to
complete tasks. Additionally, their families are affected because of the extra time they need to
work, so they feel bad or guilty for that.
The extra work and the extra hours are challenging for Shelby. That is time away from
her family and in some cases, her students. Grading and planning take up much of her time.
Lesson planning has always been difficult for her and takes a lot of extra time. Taking time off
from school is difficult as well, so she misses many of her own children’s school events.
And then I found out that you have to do all this testing and all this RTI and just so many
other things that we do and it’s like, how do you do all of it then have anything left for
the students? There’s so much more to teaching than I ever thought (Shelby, 2019).
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Melissa finds everything that is not “just teaching” to be challenging. She likes the
teaching but could do without everything that comes along with it because it takes to much of her
time. The unrealistic expectations placed on her are stressful and frustrating. Finding time for
grading and lesson planning is difficult. Lesson plans are required to be “explicit” and yet, she
never actually uses them once they are written.
All this stuff takes away from what I should be focusing on, in my opinion, and that’s just
getting in there with them [students] and teaching. Not testing, just teaching (Melissa,
2019).
Student behaviors are challenging for Shannon. She works very hard on classroom
management and feels she is effective, but student behaviors are getting worse in her opinion.
Students are hitting others and destroying classrooms. Shannon doesn’t know if it has to do with
poverty and trauma, but behaviors are extreme. The unrealistic expectation for her is that
teachers need to deal with these extreme behaviors on their own and in a positive way. Teachers
can’t take recess away; they can’t suspend students or RPC (request parent conferences).
It’s strongly, heavily pushed that the teacher deal with all the problems. I mean the
running joke is that if you send them to the office, they’ll come back with a teddy bear
and Skittles. They want it all to be positive. A kid’s pounding on another kid and you’re
supposed to be positive. I feel like it’s gone to far that way. I actually kind of agree that it
should be mostly positive, and I believe in teaching tolerance and I believe in all that
stuff, but I don’t think it can be so extreme that you’re leaving these teachers out to fend
for themselves, you know? Especially with some of these extreme behaviors (Shannon,
2019).
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Molly struggles with finding balance in her life between work and home. She hasn’t
found it yet despite teaching for fifteen years. There is so much asked of teachers and the school
and district don’t respect anything else about teachers’ lives in her opinion. She receives emails
on her days off and is expected to have everything done whether she is on contract hours or not.
If that means she works at home, she works at home.
Listen, my contract says I’m only here till 2:21. Then, they’re like, “No your contract
actually says get your work finished. So, if that means you are here until 8:00, you’re
here until 8:00” (Molly, 2019).
When decisions are made about student learning from “up above” and by people who
“haven’t been in a classroom for a long time,” Mark feels that is an unrealistic expectation put on
teachers.
They don’t know what’s up. They haven’t been in a classroom for a long time. It doesn’t
mean that they don’t know kids, but if you’ve been removed from the classroom for even
just a couple of years, five, ten years, whatever, and then you’re making decisions and
making the teacher [change], and then putting demands, that’s a challenge (Mark, 2020).
The decision makers are not in the classroom with him so Mark thinks they shouldn’t dictate
what he does in his class. The district policy makers don’t know more than him because he’s
doing it “right now.” Mark has been teaching 4th grade for sixteen years and for someone to
come in and tell him what to do and what’s going to work well is a challenge for him and an
unrealistic expectation. In addition to policy makers and “higher up” decisions about classroom
instruction, Mark finds the administrative and “paperwork stuff” a challenge as well. He doesn’t
have issues with kids or behaviors, it’s the administrative demands that he feels are unfair.
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I’m wasting my time on this ridiculous paperwork stuff that is not helpful. It’s not
beneficial. You know it’s not beneficial, especially someone like myself who’s been
doing this a long time knows this is not going to help anything, but meanwhile, it’s
coming down, and you have to do it (Mark, 2020).
Nick agrees with Mark, there is an unrealistic amount of paperwork that teachers need to
complete. He believes it gets worse each year. Nick understands that administration has a lot of
pressure about test scores and keeping track, but that pressure then falls on the teachers. It’s
challenging because he gets something done and then the amount of paperwork comes along, and
he’s got to do something else like filling out RTI (response to intervention) summaries. He is
asked to write down “every little thing.”
Record it, I get that, but these things take time. Teachers don’t have [time]. We’ve got a
lot of other stuff on our plates. We’ve got too much on our plates sometimes. And, when
you have too much on your plates, what’s going to happen? Some of it’s going to fall
down (Nick, 2020).
Shelby, Melissa, Shannon, Molly, Mark, and Nick all agreed that student testing was an
unrealistic expectation not only on students, but on teachers. Shelby and Melissa said they are
forced to test “too much.” Shannon and Molly agree that testing can take the “fun out of
teaching.” Mark and Nick said the testing has a negative effect on students. Mark believes the
standardized tests are too hard developmentally for most students. This is frustrating and “not
fair.” He is trying to fix something that cannot be fixed.
The thing about it is this, the kids, it’s not that they’re not proficient, the test is too hard
for them and you’re grasping at straws to try to fix the problem, which is, I don’t want to
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say unfixable because, then that makes me look in a negative light. It’s unrealistic
because the test it too hard. So, it’s very frustrating (Mark, 2020).
Nick says the kids are “worn out.” There is so much testing, its gone “overboard.” He doesn’t
think it is right. He agrees that benchmark testing needs to be done, but right now, the testing is
excessive.
Ineffective Administrators. Six of the seven teachers had an ineffective administrator
during their career. The administration was either mean, not supportive, or allowed others to
“control school situations.” During these trying times of their careers, the ineffective
administration played into their professional identities because the teachers thought of leaving
the profession. Most of them left schools where these principals worked and questioned their
own abilities during these times. The negative perception from administration was a common
concern with these cases.
At the first school Lisa worked at, her principal “had some issues.” He was having affairs
with teachers from the school. One of the teachers became pregnant from him and left the school
to have the baby. He then got the office clerk pregnant and married her. With all this going on,
he wasn’t around much. The assistant principal was in charge most of the time. She was hostile
with Lisa for reasons she did not know or understand.
She never had anything nice to say and I was like, okay. Are you okay? Are you having a
bad day? Did I do something? (Lisa, 2019).
Lisa felt she was singled out and told the assistant principal that she was making it a hostile work
environment for her. Lisa threatened to file a complaint against her unless she left her alone.
From that point on, she never really talked to her. Lisa knew she didn’t want to work at that
school anymore because of how horrible she felt. She left at the end of the school year.
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Shelby had a principal who, “made everything miserable.” She wasn’t supportive and she
treated people poorly. She was a micromanager. Working for her caused Shelby to think she
wasn’t cut out for teaching. She managed to continue teaching at that school for three years
before she finally found another school.
Melissa worked for an administrator who allowed his “pets” to influence his decisions.
From her perspective, he allowed student teachers to take over the school. When he hired these
student teachers the following school year as teachers, they were making the decisions that
effected other teachers. Melissa thought it was strange, but she continued teaching at that school
for two more years. Things continued to get worse, so she found another school.
Shannon had a good relationship with her administrator for several years before they
stated, “butting heads.” She doesn’t know what happened, he suddenly had a problem with her.
She felt he was somewhat of an impostor. He was the first administrator who helped her when
she was new and then he took her to another school to work with him. For reasons, she doesn’t
know, he started making her miserable. He switched the grade she was teaching one year without
discussing it with her and “stacked her class” with several challenging students. The next year,
he forced her to “loop up” with the same students and never offered an explanation. She almost
quit that year. The following year, the principal left the school.
Molly worked for the same school for fourteen years. The last four years she was there,
she experienced two ineffective administrators. The first principal “started acting psycho.” She
was not treating teachers well. Molly thought about transferring to another school, but then that
principal left. She was excited to get another administrator. Unfortunately, she wasn’t much
better.
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We’re like, okay, this is good. No, she does nothing! She literally was watching Dr. Phil
on her phone at her desk all day. She was not disciplining children the way she needed to.
She was letting the mean girls run loose and I’m not one of the mean girls, so it comes
out they were coming for awesome 5th grade. My team had been together for eight years
and so this last year, we just decided, all of us, the entire team, we all left (Molly, 2019).
Molly felt that the people setting the tone of the school were “nasty and mean.” She didn’t want
to teach there anymore. She was fighting with other teachers because they thought they were
better than her.
We were in service with the kids and not in service of our egos and that’s how we
perceived what was going on in the school. The bosses weren’t stifling any of that. They
were letting the eagles run wild (Molly, 2019).
Nick had a similar experience as Shannon. His first administrator took him “under her wing” to
support him during his first couple of years. He was “the principal’s favorite.” The third year,
she gave him a great class and would brag about him in teacher meetings. The fourth year,
something changed and he’s not sure why. She called him a “know it all.” She was mad at him
and he didn’t know what upset her. She was angry with all the teachers that year and got really
mean. She also decided to move him from 4th grade to 1st grade the following school year. He did
not want to teach 1st grade, so he left. Table 16 shows the negative perceptions the teachers
discussed that affect their professional identity. During their interviews, negative perception was
found as a component to their identity development and contributed to who they felt they were as
teachers. Each category shows which teacher discussed which topic and what words or phrases
were said to understand the negative perception of others and the influence it had on them.
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Table 16
Identity Factors Revealed During Interviews: Negative Perception________________________
Negative
Perception
Disrespected
(Society)

Lisa

Unrealistic
Expectations

Ineffective
Administration

Hostile
work
environment

Shelby

Melissa

Glorified
babysitter,
not worthy
of raises,
easy, cake
job
Too much
paperwork,
not enough
time
Miserable

Rude, but
nice

Shannon

Molly

Mark

No respect
for our
lives

Extra work
besides
teaching

Extreme
student
behaviors

Work and
life balance

No control,
“pets”

Butting
heads,
“stacked
class,”
grade level
change

No control,
“mean
girls,”
“coming
for 5th
grade”

Nick
Know it all,
low dirt bag,
not always
the nicest

Testing

No affection
allowed,
testing,
paperwork
False
accusations,
under a
microscope,
personality
change

Internal Factors
Feelings
“Teachers have various “sub-identities”- the actual identity shows who they are as
teachers, the ideal identity encompasses hopes and goals, while the norm identity reveals what
kind of teacher one is” (Beijaard, Meijer, & Verlooop, 2004, p.108). Taking this into
consideration, teacher’s feelings are the first internal factor that contributes to these seven
teachers and their identity development. Their feelings contribute to who they are as teachers,
what their hopes and goals are, and what kind of teacher they see themselves as.
Insecurity. Insecurity is a feeling of uncertainty or a lack of confidence in one’s own
abilities. During their teaching career, almost of all these teachers have had or do have feelings
of insecurity. This insecurity is an internal factor of their identity development. The teachers
used words like unsure, insecure, unprepared, doubtful, helpless, and frustrated to describe some
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of their feelings about teaching. This insecurity caused many of these cases to consider leaving
the profession at some time during their career.
Lisa’s first year of teaching was challenging for her. She moved away from her family
and started a career in a new state. She did not feel that student teaching adequately prepared her
for the classroom environment. Lisa had no support at her school and her students had
challenging behaviors. She was unsure about her decision to remain teaching and had doubts
about her abilities as a teacher.
Shelby has often had problems with her self-worth. Since she was little, she always felt
like she could do better, or she could be better. In teaching, she feels like she’s not doing good
enough. Despite her administration commending her on how well she teaches, she doubts what
they are saying. In the back of her mind, she admits to thinking that “her kids are just really
smart, and they would have shown growth with anybody that taught them.”
When Shannon started teaching, she felt unprepared. She was working at a Title 1 school
in a lower socioeconomic area and the students were challenging academically and behaviorally.
She didn’t feel like she was helping them, and she thought that she wasn’t a good teacher.
During her sixth year of teaching, she had a student that was emotionally disturbed. He was
violent and she could not control him. She lost confidence in herself. Shannon worked to get this
student the help he needed, but it caused her to feel insecure about her teaching.
One school year, Molly felt that her class “banned against her.” The students lied to her
and they were always getting in trouble. The situation affected how she felt about herself. She
was insecure about herself as a teacher.
I even told them; you guys are closing ranks against me. I’m not against you. I’m
supposed to be with you. I’m supposed to be your biggest advocate, why are you
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blocking me out? And it really affects how you feel about yourself as a teacher when
your kids are making bad choices and instead of owning their bad choices, fighting
against you (Molly, 2019).
Student testing causes Mark to have some insecurities. The standardized tests he used at
the beginning of his career allowed him to review test questions with students. He felt hope for
his kids that were lower academically as well as higher kids that they could pass the tests. His
classes did well on the standardized tests for six years straight. 80% of all 4th graders at his
school were proficient and he felt great. When the new standardized test was developed, it was
developed much to hard for the students. His test scores were down in the thirtieth percentile and
everybody wanted to know what the problem was. He was questioned about his teaching even
though he was doing what he had always done with students.
So, wait, I could teach for fifteen years? So, now I forgot how to teach? No, the test is too
hard. It’s frustrating. That’s the challenge of the job. It’s absolutely just not fair. I try my
best, I will do things, I will try, but at the end of the day, no matter what I try, these kids,
they can’t do the test. It’s too hard for them (Mark, 2020).
Early in Nick’s teaching career, he struggled with classroom management. He taught at a
Title 1 school in a lower socioeconomic area. He was working with many transient students,
students that could not speak English, and 4th grade students who could not read. He was
overwhelmed and unsure about teaching. Later in his career, his principal was trying to find
ways to get him out of her school. She called him into her office for scaring students, yelling at
students, and throwing desks. None of that happened and his students were not afraid of him.
The continued accusations filled Nick with self-doubt.
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Emotions. Each teacher in this study felt that emotions were at the heart of their
teaching. Teachers have an abundance of emotions which they experience daily. They can be
happy, sad, angry, miserable, and even scared. When Lisa first started teaching, she experienced
sadness and frustration quite often which came from not knowing what she was doing as a
teacher. As her career progressed, she felt unhappy and horrible when administrators did not treat
her well. Her students bring out many emotions in her, especially when they discuss their success
outside of her classroom and that “warms her heart.” She experiences feelings of love and
happiness at School A.
Like Lisa, Shelby has had many emotions during her teaching career. When she began
teaching, she was unsure about her teaching abilities. This caused her to feel insecure and to
worry about if she was doing a good job for the students. Additionally, Shelby experienced a lot
of guilt for not being around for her own children. She experiences sadness when people
disrespect the teaching profession and all the hard work teacher put in. School D has helped
Shelby feel confident in her teaching which makes her happy and excited to remain teaching.
Melissa had some frustration early in her career due to administrators and co-workers.
Students bring her joy, even ones that aren’t in her class. She helped a student by asking him for
a smile and now he looks forward to seeing her just so he can smile. This makes her glad to be a
teacher. She loves her students and the impact she has on their lives.
The first few years of teaching, Shannon felt sadness and fear because she didn’t think
she was helping students in her class. With experience, she started to feel proud about the work
she was doing and how strong she was becoming with classroom management. Shannon works
with her best friends and that is something that makes her happy. She enjoys going to work
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because of her friends and the love they have for one another. Like the other teachers, she does
feel frustrated sometimes, but she is genuinely a happy teacher.
Molly is a happy teacher. She enjoys teaching and loves working with students. However,
she feels emotionally exhausted quite often.
I’m really tired. I spent Saturday in bed. I just laid in bed and watched TV all day long
because I was so exhausted and that’s pretty much how we all feel all the time now
(Molly, 2019).
Teaching demands are rigorous on Molly, but she is proud to be a teacher and loves her students
and what she does.
Mark is excited to be in the classroom. Teaching energizes him. The students’ actions and
daily interactions are what he loves. Spending time with other teachers makes him happy. School
D has a “family atmosphere” which he loves. Mark doesn’t let much bother him and he doesn’t
like to stress out about “little things.” He’s grateful for his career and his colleagues.
Nick has experienced some challenges during his career and for that, he thinks he might
be bitter. He has been angry with sudden personality changes and false accusations from
administration. He gets frustrated with “over testing” and “unfair teaching demands.” However,
working with the kids always makes him happy. Teaching kids and being a role model for them
is something that he loves.
Perseverance. The teachers in this study have admitted to facing numerous challenges.
Most of them have thought about leaving the profession on several occasions. However, they
have remained in the classroom because of their perseverance. Each teacher is persistent in
teaching despite difficulty or delay in achieving success either within themselves or with
students. Lisa, Shelby, Melissa, and Molly have shown perseverance beginning with college,
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during their teacher preparation. These teachers always knew they wanted to become teachers,
however, it didn’t happen right away for them. Lisa started school to become a PE teacher, but
got tired of school and entered the military. Shelby did not go to college for teaching, but went
for accounting and chose against that degree, despite working in accounting for fifteen years.
Melissa attended school for teaching but had some financial problems and got a job outside of
education. She switched her major to accompany her new career. Molly also had financial
problems during student teaching, but she left due to an unsupportive teaching coordinator. She
worked in a preschool environment for ten years before she returned to finish her teaching
degree. These teachers faced adversity trying to become teachers, and with perseverance, they
found their way back to school to become teachers like they had always dreamed.
At the beginning of their careers, all these teachers admit to having a difficult time. Lisa
and Shannon shared stories about crying numerous times. Shelby, Shannon, Mark, and Nick had
numerous challenges with classroom management during their first year and remember how hard
it was.
I couldn’t teach. I had a student that would chant all the time while I tried to teach. He
would just say no, just chanted the whole time I’m trying to teach. If I confronted him, he
exploded and would tear apart my classroom. I almost quit that year (Shannon, 2019).
Lisa, Shelby, Melissa, Shannon, Molly, and Nick shared stories about working with
administrators who were ineffective. Each teacher left a school due to problems that created a
difficult working environment for them. Lisa and Nick left within a year of having issues with a
principal. Shelby, Melissa, Shannon, and Molly stayed for a few years hoping it would improve
and were forced to leave when it didn’t. When things were at their hardest, these teachers
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remained in the profession, but sought out a school that would support them as teachers and
allow them to continue teaching.
I enjoy teaching. Anything has to be better than where I currently am. So, I know they
always say the grass isn’t always greener, but in this case, no matter what, it was better
(Lisa, 2019).
Lisa’s perseverance helped her to find a new school which she loves and doesn’t want to leave.
Student testing is a component of teaching and for Shelby, Melissa, Mark, and Nick, it is
to much. Shelby and Melissa do not complete standardized testing, but they say there is so much
other testing they are required to do. Mark and Nick do complete standardized tests with their
students. Mark believes the tests are designed “too hard for students” and Nick thinks the
students are “worn out” from all the testing. All these teachers agree that testing takes away from
their teaching and they disagree with the amount of testing they are required to do. While they
would prefer to teach students and do fun, engaging activities, they persevere through the testing
periods in hopes of getting time to “just teach.” Table 17 illustrates the feelings the teachers have
that affect their professional identity. Personal feelings were a component to their identity
development and who they are not only as teachers, but people. Each category shows which
teacher discussed which topic and what words or phrases were discussed about their feelings.
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Table 17
Identity Factors Revealed During Interviews: Feelings__________________________________
Feelings
Insecurity

Lisa
Unprepar
ed,
doubtful,
helpless,
nervous

Emotional

Sad,
horrible,
unhappy

Perseverance

Shelby
Unsure,
insecure,
unorganiz
ed, low
selfesteem,
self-doubt
Guilty,
emotional,
worrier,
loving,
empatheti
c
Confident

Melissa
Stress,
frustrated,
doubtful,
helpless

Shannon
Unprepared,
lost
confidence,
frustrated,
tortured, no
control

Molly
Unprepared,
kids banned
against me

Mark
Not the best
teacher,
frustrated,
stressed

Nick
Frustrated,
self-doubt,
uncomfort
able

Loving,
proud, sad

Miserable,
scared,
worried

Happy,
angry

Empathetic,
excited

Overwhel
med,
apologetic
, bitter

Persistent,
consistent,
positive,
important,

Patient,
adapting,
helpful

Flexible,
confident,
resilient,
positive,
composed,
fortunate

Persistent

Self-Image
Self-image refers to the ideas a teacher has about their own abilities or personality. This
section refers to how these teachers see themselves. When looking at identity, teachers’ need to
examine who they think they are. It is one’s identity, the perception of oneself as a teacher, and
the teacher one wished to become that guides the behavior and development of teachers
(Pinnegar, 2005). These teachers shared positive and negative self-image characteristics about
themselves. Each contributes to their identity as a teacher.
Inner Voice. Most people have an inner voice which provides a running verbal
monologue of thoughts while they are conscious. It is usually tied to a person's sense of self.
Many of the teachers in this study discussed their inner-voice and how their thoughts influenced
them in times of adversity or success. Some of their inner voices helped them to see themselves
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as teachers. Lisa’s a self-proclaimed “goofball” and “nerd.” She believes because of this; her
students relate to her. She can easily get sidetracked in class with her students discussing movies
or comic books. Lisa tells her students jokes and incorporates laughter into her class. “Because
I’m so goofy and nerdy, my kids relate to me more.” Lisa faced challenges in the early part of
her career. When she felt like quitting, she remined herself, “I’m not a quitter” and continued
teaching. Each day she would “pep talk” herself about teaching, and it gradually got better for
her. Now, she doesn’t see herself doing anything besides teaching.
Shelby admits that she is her own worst critic. She’s always had a problem with her selfimage. To her, nothing she does is “good enough” including her teaching. She has considered
herself “baggage” in her grade level because she is older than most of her co-workers. Shelby’s
inner-voice is not always positive. “I’ve always had self-doubt, so it’s just something that has
carried on with me since I was little so it’s hard to change.” Support from people around her as
well as validation from others is important for her.
Mark knows teaching is for him. When he has rough days or challenging situations, his
inner voice always brings him back to the students. He’s never allowed himself to think about
leaving the profession. Mark often tells himself, “I can only do so much with the variables these
kids are bringing, especially at a school like this, there’s only so much I can do in seven hours.”
This reminder allows him to continue making connection with his students and to support them
during their time together. During frustrating times at school and personal things going on in his
life, somehow, that inner voice tells him time and time again that he belongs in teaching.
Self-Evaluative. Self-evaluations can be a valuable tool for teachers. Using selfevaluation, teachers can identify challenging areas, highlight their successes, and
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analyze their own feelings. The seven teachers had a commonality with self-evaluative in that
they all discussed things that they were not or don’t like or do. Some of the phrases used
amongst the teachers are listed.
I’m not a people person which is strange for a teacher (Lisa, 2019).
I’m not a natural born teacher (Shelby, 2019).
I don’t really want that much control in what I’m doing. (Melissa, 2019).
I’m not a good teacher (Shannon, 2019).
I don’t like being out on my own, I don’t do well as a new person (Molly, 2019).
I’m not the greatest teacher in the world (Mark, 2020).
I’m not going to let her ruin my career (Nick, 2020).
“Teacher identity can be best characterized as an ongoing process, a process of interpreting
oneself as a certain kind of person and being recognized as such in a given context. In this
context then, identity can also be seen as an answer to the recurring questions, ‘who am I at this
moment?” (Beijaard et al, 2004. p.108). During their career, the ‘who am I at this moment’ was
not necessarily that of an effective teacher.
Optimistic. The teachers in this study are optimistic; they are hopeful and confident
about their influence on students and education and continue to see themselves as teachers.
“Academic optimism is a teacher's positive belief that he or she can make a difference in the
academic performance of students by emphasizing academics and learning, by trusting parents
and students to cooperate in the process, and by believing in his or her own capacity to overcome
difficulties and react to failure with resilience and perseverance” (Hoy, Hoy, & Kurz, 2008, p.
822). Lisa wants to be at School A because it’s so positive. Everyone is friendly and enjoys
working there. This school year, all the teachers returned because of the community the school
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has built. She’s enjoying teaching and once she reaches her ten-year mark, she may explore
becoming a coach or learning strategist to help other teachers. However, if she tries that and
doesn’t like it, she will go “right back into the classroom.” Her students relate to her and that
makes her want to stay a teacher and more importantly, be a better teacher for them.
Shelby has grown as a teacher during her career. She is confident in making decisions
that affect students and their learning. She’s strong in classroom management and knows that has
helped her develop confidence as a teacher. Shelby is comfortable teaching math to her students.
She understands where they are academically and where they need to be. The confidence she has
developed allows her to understand that she is making a difference in her students’ lives and does
not want to leave.
Melissa is impacting her students in her classroom and doing what is best for them. She
plans to remain at School C. She has thought about becoming a school counselor or a school
psychologist because “students need more support at her school.” She is looking for ways to
assist students in getting the support and help they need. As a counselor, she might be able to do
that. However, she feels like she is doing things right for her students now in helping them
become the best people they can be, so she is happy to continue teaching.
Shannon finds ways to keep herself optimistic as a teacher. If she is feeling down about
her job, she will do a fun activity with her students or call parents to discuss how great their child
is. That makes her feel better. Her class does science experiments and she has “critters and
creatures” in her classroom for the students to learn about and enjoy. The students grow plants
and she oversees the school garden. Her students complete engineering projects, which they love.
The “fun stuff” is important to students and gets them excited to learn. Shannon loves the
classroom and she knows she can continue making a positive difference for her students.
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I see it as a calling. I see it as even though it gets really hard and sometimes, I don’t want
to do it, it’s one of the most important things aside from raising my own children that I’m
doing in my life. I think it’s so important and I think that what I do is important and what
I do is more important than most jobs (Shannon, 2019).
Molly’s role as a teacher is to help students grow and be happy. She aims to help students
develop confidence in themselves. Molly knows that her teaching provides students with the
tools to become better people. When she reaches her twentieth year of teaching, she may look
into becoming a strategist or a science teacher. Either way, she will remain in the classroom until
year thirty. Her role as a teacher is important to not only her, but current and future students.
It’s [teaching] everything. I didn’t think it would be, but it is. It’s really weird. I have
random conversations with people and somehow teaching always comes out. I was like,
this is not normal. I don’t think I realized how tough it was going to be and how allencompassing it would be, but it really is. I don’t know, it’s almost like going into the
priesthood (Molly, 2019).
Mark is optimistic about teaching, his students, his school, and his colleagues. He’s
confident that he does what is best for students and gives them what they need to succeed.
Throughout his career, he has never thought of leaving. He knew that this was the career for him
no matter how tough it got. In fact, Mark has had his administration degree for over ten years but
doesn’t want to leave the classroom. The interactions with his students are exciting. He knows he
can continue creating meaningful experiences for his students.
Teaching is what I love, the action of it, being with the same kids and teaching
everything. Good and bad, that’s what makes the day go quick. That’s the exciting part of
it (Mark, 2020).
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Nick “feels like he belongs” at School F. He has his own teaching style which students
relate to. Nick incorporates humor into his teaching and with his students. The personal
connections he makes with them are a reason he remains teaching. His impact on students’
wellbeing and their futures matters to him because he cares so much. Teaching for Nick includes
being a role model and showing students how to act which is why he plans to remain teaching.
Table 18 represents the self-image the teachers shared that affect their professional identity. Selfimage was a factor of their identity development. Each category shows which teacher discussed
which topic and what words or phrases were discussed about their self-image.

Table 18
Identity Factors Revealed During Interviews: Self-Image________________________________
Self-Image
Inner voice

Lisa
Goofball,
nerd,
tough girl,
awkward,

Selfevaluative

Not
people
person

Optimistic

Better
teacher,
making
friends

a

Shelby
Awkward,
worst
critic,
older,
baggage
Not
a
natural
born
teacher.

Melissa

Shannon

Molly

Mark
Looking for
excitement,
kind
of
crazy

Nick

Not striving
for more

Not a good
teacher

Not
the
greatest
teacher in
the world

Stronger
than I was

Doing
things right
for students

More
confident,
Making
a
difference,
supported,
growth
mindset

Not a “mean
girl,” don’t
do well as
the
new
person
Experience,
better
person,
affects
change.

Not going
to
let
someone
ruin
my
career.
Feel like I
belong,
own
teaching
style,

Learner,
advocate

Commitment
“Qualitative data have also shown that teachers view commitment in terms of behavior
that is intimately linked to a value component (Day et al., 2005 as sited in Jo, 2014). According
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to this approach, the concept of commitment is focused on behaviors that go beyond the
minimum job requirements in pursuit of educational and organizational excellence” (Jo, 2014, p.
122). All the teachers in this study expressed commitment to teaching, their students, and their
school. Teaching for them extended beyond the classroom, it’s a part of who they are. Every
teacher expressed commitment through dedication or professionalism or both.
Dedication. Dedication refers to a love of teaching or passion for the work, which
includes commitment to students' success and the profession. Every teacher in this study
responded to loving their students or simply being dedicated to teaching. Lisa had an English
teacher in high school who created an impact on her life. Because of her, Lisa wanted to become
a teacher. It was a long road for her to finally get her own classroom, but she made it. Lisa loves
the connections she makes with students and works to be a better teacher for them. She provides
them with opportunities that they may not otherwise have. One school year, her 5th grade team
took ten students on a trip over spring break.
It was just amazing because none of these kids had ever been on an airplane. So just
seeing them on a plane, I was so happy. It warmed my heart that we could give this
opportunity to these kids who will probably never, I hope they do, but probably never
have an opportunity like that again. Especially, some of them are less fortunate and
everything like that (Lisa, 2019).
Lisa has been teaching for six years, but she doesn’t plan on leaving teaching any time soon and
will continue to work to be “a better teacher” for her students.
Shelby wanted to be a teacher since she was a little girl but didn’t become a teacher until
she was married and had children of her own. The delay was for no reason other than time.
However, once she became a teacher, she understood the importance of her job. She had some
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struggles along the way, but ultimately knows that her impact on students and the relationships
she has with them will keep her in the classroom.
Right now, I’m in it for the long haul. So, the school, the teachers, the kids, for the most
part, the kids are getting harder, but I think everywhere kids are getting harder no matter
what school you’re at. So, it’s just something that we have to deal with. But yeah, I don’t
think I’m going to leave. I think I’m going to try and get my twenty years and then retire
(Shelby, 2019).
Melissa played school with her stuffed animals when she was a little girl. She knew at a
young age that she wanted to be a teacher. She experienced some set back in college and had to
change her major. She worked in an office for many years before she decided to return to school
to receive her master’s degree in Education. There have been some aspects of teaching that
Melissa has not cared for, but she finds a way to overcome those obstacles and always knows “I
can do this again tomorrow.” Knowing she is making a difference and the relationships with her
students keep her coming back.
I sit there and I think and I’m like, but I don’t know where else I see myself. I don’t see
myself any place else. So even though it’s stressful and frustrating at times, I think it’s
just where I’m going to be (Melissa, 2019).
Shannon originally thought she would be a veterinarian but decided against it while
attending college. She took an education class and knew teaching was where she belonged.
Although her first year of teaching was “torture” for her, she stuck with it and now knows she is
making a difference. The deep relationships she has with other teachers and her students are what
keeps her coming back. Shannon genuinely loves the classroom.
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I mean teaching was important to me when I was younger, but over the years, it’s actually
become so much more important to me. I find it is actually a bigger part of my identity
because I feel confident that I’m making a difference at this point. I feel like I’m making
a big difference for these kids and I feel like I have a lot to give to the school and the
students and the other teachers (Shannon, 2019).
Molly always knew she would teach. When she faced challenges in college and did not
finish, she worked in a preschool for ten years. She was determined to work with students any
way she could. Once she moved to the southwest, she wanted to finish college. She went back
and immediately had a teaching job when she graduated. She taught at the same school for
fourteen years. Although she felt it was time to leave that school, she was not ready to give up
teaching. Molly’s students help her to be a better person and she knows that she helps them
become better people as well.
Being a teacher is part of who I am. I don’t know, I mean, I guess maybe it’s too
ingrained into me to really separate that out at all. It’s everything (Molly, 2019).
Mark became a teacher because he wanted something “recession proof.” He liked being a
substitute teacher and thought working with kids was what he would enjoy doing. He considers
himself “very fortunate” because he was hired at the same school he student taught at and has
remained at that school for sixteen years. Mark met his wife at this school and the other
relationships he has built at this school are important to him. During his sixteen years, he has
never thought about leaving the profession because he is having to much fun.
Where do I see myself in the future? Well, the near future, I see here. I’ll be here. It’s a
huge part of my life, this school and this community here. It all just comes back to being
here. It’s just I’m having too much fun. It’s fun for me (Mark, 2020).
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Nick started out in journalism, but always thought that teaching was something he would
like to do. Once he was married and having a family, he knew he needed to make more money,
so he pursued education. He was a substitute teacher at high schools, but once he subbed for
elementary, he was convinced that elementary teaching was for him. He went to school for a year
and obtained his teaching certificate and license. Nick has worked for four schools during his
teaching career. He left two schools due to administration problems and the other one because of
location. Even with the numerous challenges he faced as a teacher, he still wanted to teach. He
did not allow anyone to ruin his career. Nick builds special bonds with his students and enjoys
the interaction with them and that is why he continues to teach.
In the foreseeable future, I don’t see myself quitting teaching. I don’t see that happening.
I’m happy where I am now. I am (Nick, 2020).
Professional. Teacher professionalism for the teachers in the study is the knowledge,
skills, and practices that they believe they have in order to be effective educators. Their
commitment stems from their professionalism and knowledge that they bring to their school and
their students. Lisa, Shelby, Shannon, and Molly discussed their professionalism as teachers.
Shelby and Molly consider themselves hard workers. Shelby has worked hard to improve her
classroom management and Molly improves curriculum for students. Lisa deems herself the
“pilot teacher” because she is willing to try new things out with her class because other teachers
are “afraid.” She incorporates technology to test it out including using virtual reality googles and
Clever which gives software applications a platform to connect with schools and give districts a
location to manage all their learning resources. Lisa’s class was the first to use Surface Pros.
Shannon and Molly are self-proclaimed “science lovers.” They enjoy teaching science
and incorporate it into their reading curriculum so that they can teach it. Shannon has plants and
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“critters” in her classroom to assist students with learning about them. Molly has considered
becoming a science teacher because of her love of the subject. Shannon and Molly are committed
to teaching and making it “fun” and “enjoyable” for students. Table 19 represents the
commitment the teachers expressed and the impact it has on their professional identity.
Commitment was a component of their identity development. Each category shows which
teacher discussed which topic and what words or phrases were discussed about their
commitment.

Table 19
Identity Factors Revealed During Interviews: Commitment______________________________
Commitment
Dedication

Lisa
Dedicated,
try my
best, do
my best

Professional

Pilot
teacher,
open to
new
things

Shelby
Persistent,
helping
kids, doing
what’s best
for them
Hard
working,
understand
what it
means to
be a
teacher

Melissa
Best
that I
can be,
don’t
just quit

Shannon
Invested
in
teaching,
committed

Molly
Committ
ed,
dedicated

Strong
classroom
managem
ent,
science
teacher

Hard
worker,
science
teacher

Mark
Try my
best,
dedicated,
do my best

Nick
Persevere, cares
for well- being
of students

Research Question Three
How (or in what ways) does professional identity influence teacher retention?
Identity
Teachers in this study had similar stories about what contributed to their identity
development. Several external and internal factors played significant roles in their professional
identity development. This is ironic because initially, when asked what professional or teacher
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identity meant to them, many of them did not have a concrete answer and their answers greatly
varied. Lisa said, “I have no idea. I don’t know, is there a right answer to this question?” Mark
reacted similarly by stating, “I don’t know, I’m not sharp with pedagogy and stuff like that.”
Nick questioned the meaning, “Teacher identity? Never thought of that. Someone who cares for
the well-being of the kids? Is that right?” Melissa attempted to guess what it was, “I guess it
would just mean who you are as a teacher, I don’t know.” Shelby said that teacher identity is
how people view her as a teacher. “Teacher identity is, if I think about how parents feel about
me. I feel if it’s a parent or a student or someone who also is a teacher, they understand what it’s
like to be a teacher.” Shannon felt identity was about who she was, “Well I mean, that’s how I
identify, a large part of me is being a teacher and identifying as a teacher.” Molly said teacher
identity didn’t mean anything to her. “Nothing, I mean, other than, you’re put on a spectrum;
identify as a teacher. I don’t know.” Despite the various answers, once they told their stories,
they had very specific ideas about who or what contributed to their teacher identity.
The componential analysis from Chapter 3, allowed for the teachers’ stories and ideas to
be looked at as a cultural scene. “This strategy for discovering cultural themes will help to pull
together the major outlines of the scene you are studying” (Spradley, 1979, p. 201). Positive and
negative perceptions contributed to these teacher’s professional identities. External factors
including others’ feelings about them; negative or positive, had a significant impact on how they
viewed themselves. The most common external factors that these teachers shared was feeling
loved and respected as well as understanding pedagogy. Positive perceptions about them from
other teachers, students, parents, and administration were important to how these teachers saw
themselves as teachers. Negative perceptions by others were factors in their identity development
as well. Teachers felt that they had unrealistic expectations placed on them as teachers or had
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ineffective administrators and these negative factors affected how they felt about themselves and
their own abilities. Negative perceptions contributed to self-doubt and questioning of their own
abilities.
The teachers’ internal influences about their identity had substantially greater
commonality than that of the external factors. All the teachers discussed their emotions, selfevaluation, optimism, and dedication as a part of who they are. Perseverance was an essential
factor to all the teachers as well. The teachers’ stories centered around who they see themselves
as educators and how they impact others through their teaching. These teachers have dealt with
many emotional situations, continually self-evaluate their teaching practice to try and improve,
and look for the positive reasons to remain teaching.
Reasons Teachers Stay
There are various reasons that the teachers in this study have remained teaching in a Title
1 school for five years or more. External and internal factors were included in their stories about
retention. The most common external factor for the teachers was a support system. Every teacher
discussed a support system that contributed to their teaching practice and had a significant
impact on their desire to remain teaching. Like teacher identity, internal factors were greater than
external factors when teachers discussed the reasons they remained in the classroom. The
teachers discussed determination, impact and connections with students, co-workers, and once
again, their emotions, as reasons that they continue teaching. Perseverance, relationships, and
commitment were shared themes with their internal reasons for retention.
Perceptions
Loved/Respected and Administration Support. For most of the teachers in this study,
feeling loved and respected was a part of their identity. Lisa discussed being asked to teach a

155

combo class of 4th and 5th graders. Her administration trusted her with the task and that respect
was important to her. Shelby felt that she was respected when her administration offered her
praise and compliments about her teaching. Shannon and Molly both had administrators look to
them for help with curriculum. They both knew they were important and that showed them they
were respected. Mark has been at his school for sixteen years and he knows that when people
hear his name, they know he is a good teacher and runs a good class. He says that respect and his
reputation is important to who he is as a teacher. Respect from administrators has a significant
impact on these teachers’ identities. They all believe they are appreciated for what they know
and the job they are doing. This allows them to feel like successful teachers.
Every teacher in this study remains teaching due to a strong support system. One of the
components of the support system is administration. Teachers often identify the quality of
administrative support as more important to their decision than salaries. Brown and Wynn
(2009), found that improvements in school leadership were strongly related to reduction in
teacher turnover. Many of these teachers left schools which had ineffective administrators during
some point in their careers. Currently, they have respect from administration and that supports
their decision to remain teaching at their Title 1 school. Their professional identity includes
being respected and that respect transfers to their retention. Table 20 represent the link between
the respect from administration and teacher retention. Each teacher is listed with an example of
something that contributed to their identity of feeling loved and/or respected. Then, each
administrative action that contributes to that identity is listed. The circular arrows represent the
continuous relationship between love and respect and administrative support.
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Table 20
Professional Identity and the Influence on Retention: Love/Respect and Administration Support
Identity

Retention

Loved/Respected
Lisa-Combo Class
Shelby-Affirmation
Shannon- Expertise
Molly- Expertise
Mark- Reputation

Administration Support
Trusted
Praise
Curriculum Help
Curriculum Help
Longevity

Feelings
Emotions. A common theme in this study with teacher identity and teacher retention was
emotions. In developing a teacher identity, each teacher described emotions that they have felt
during their teaching careers. Some of the emotions included love, sadness, frustration,
uncertainty, insecurity, guilt, and excitement. Many negative emotions occurred early in their
careers but helped shape their professional identities. Shelby was unsure about her teaching
abilities when she first began teaching. She felt insecure and worried about if she was doing a
good job for the students. Melissa experienced frustration early in her career due to
administrators and co-workers who treated her unfairly. Shannon felt sadness and fear because
she didn’t think she was helping students in her class. When Mark first started teaching 4th grade,
he fell in love with his students and the grade level itself.
Emotions continue to influence their teacher identity. Lisa experiences feelings of love
and happiness working with her students and past students. Something that helps her know she is
doing well as a teacher is when past students email her and thank her for all she did for them.
Shelby continues to develop confidence in her teaching which makes her happy and excited to
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remain teaching. Students bring Melissa joy and that makes her glad to be a teacher. She loves
her students and the impact she has on their lives. Shannon is proud of the work she is doing and
how strong she is with classroom management. Shannon loves working with her best friends and
she enjoys going to work. She can’t see herself as anything other than a teacher. Molly is a happy
teacher. She enjoys teaching and loves working with students. Molly is proud to be a teacher
and loves her students and what she does for them. Mark is excited to be in the classroom.
Teaching energizes him. Mark doesn’t let much bother him and he doesn’t like to stress out
about “little things.” He’s grateful for his career and his colleagues. Nick has experienced many
challenges during his career and for that, he thinks he might be bitter. However, working with
kids makes him happy so he is determined to remain a teacher. These emotions contribute to the
teachers’ professional identities. It is the personal attributes in becoming a teacher, such as one’s
own beliefs, that seems to stimulate teachers’ professional learning and identity development
(Darling-Hammond, 2010).
The teachers have emotions that are not only a component of their professional identities,
but also their reasons for retention. The teachers discussed many emotions throughout their
interviews. Some of the emotions helped develop their professional identities, while others
helped them know they wanted to remain teaching. Many of the emotions were intertwined
within both identity and retention. Table 21 shows some of the emotions that teachers identified
as part of the identity. The retention aspect is the relationships that have either caused the
emotions or helped them to overcome them. Once again, the circular arrows represent the
continual circle of emotions that lead to relationships which, according to these teachers, leads to
retention. Their positive and negative emotions influence their identity as teachers and for many,
their retention.
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Table 21
Professional Identity and the Influence on Retention: Emotions___________________________
Identity

Retention

Emotions
Lisa-Love, Happiness
Shelby-Unsure, insecure,
confidence
Melissa-Frustration, joy
Shannon- Sadness, fear, love
Molly- Happy, love
Mark- Love, excitement
Nick- Bitter, happy

Emotional
Relationships
Relationships
Relationships
Relationships
Relationships
Relationships
Relationships

Perseverance. Perseverance was an included term for the Reasons Teachers Stay
domain. It was also a subset for the included term feelings from the Identity domain. Each
teacher faced adversity during their teaching careers. Many of them considered leaving the
profession on several occasions. They remained in the classroom because of their perseverance.
This perseverance became a part of their identity. Lisa, Shelby, Melissa, and Molly showed
perseverance beginning with college, during their teacher preparation programs. They faced
challenges while becoming teachers. With perseverance, they found their way back to school to
earn their degrees and become teachers.
These teachers had many difficult times at the beginning of their teaching careers. Lisa
and Shannon shared stories about crying numerous times because they were overwhelmed.
Shelby, Shannon, Mark, and Nick had several challenges with classroom management and that
made it difficult for them to teach. Lisa, Shelby, Melissa, Shannon, Molly, and Nick shared
stories about working with unsupportive administrators. Each teacher left a school due to
administration creating a difficult working environment for them. Their perseverance helped
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them to search for other schools that would support them as teachers. This allowed them to
continue teaching because their professional identity is that of a teacher and they did not want to
quit. Table 22 represents examples these teachers had of perseverance and the importance of the
relationships to their identity. A reason they remained teaching was due to their determination
and perseverance brought on by relationships with other teachers, administrators, or their
students.

Table 22
Professional Identity and the Influence on Retention: Perseverance_______________________
Identity

Retention

Perseverance
Lisa-I’m not a quitter

Perseverance
Wants to be a better teacher
for students
When I have a student I can
really touch, that makes it all
worth it
I don’t see myself any place
else
Don’t want to abandon
students
Kids becoming confident
within themselves
It’s a huge part of my life,
this school and this
community
I would miss it

Shelby-I didn’t want to give
up
Melissa- I’m making a
difference
Shannon- Very invested in
teaching
Molly- Being a teacher is part
of who I am
Mark- Teaching is what I do
Nick- I won’t let anyone ruin
my career

Self-Image
Self-Evaluative and Connections with Students. Self-evaluation helps teachers identify
challenging areas in their teaching practice, celebrate their successes, and address their own
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personal feelings. Every teacher in this study had self-evaluation as a part of their identity. The
teachers discussed many things that they were not or don’t do as teachers. Phrases like, “I’m not
a natural born teacher” and “I’m not the greatest teacher in the world” were said several times
during the seven interviews. Each of these teachers came with some form of insecurity about
their teaching as part of their identity. Despite the insecurity, they remained teaching. A reason is
the impact they have on their students and the connections they make.
When the teachers discussed their self-evaluation, they were at times, very critical of
themselves. However, when they discussed their impact and connections with students, it was
evident that despite feeling like they could always do better, they somehow knew, they were
making a positive difference in their student’s lives. Part of Lisa’s identity is, “I’m so goofy and
nerdy, the kids relate to me more so it makes me want to stay a teacher and want to just be a
better teacher for them and one they can relate to.” When she sees students at school or in public,
she immediately goes to talk with them. The relationship she has with them is everything to her.
She shared a story about a student making her tear up telling her about middle school. Other
students email her and tell her how much they miss her and her class. Lisa’s connections with her
students is not only a part of her identity but helps with her retention.
Shelby self-reflected on her growth as a teacher. “I feel that because I’m strong with class
management, that’s helped me. It’s really strong and it’s really important. Unfortunately, I seem
to get some of the more worse behaved kids because of that, but that’s my identity. I’m supposed
to be doing that.” Her administration commends her for “always knowing what students are
doing.” Shelby has students who remember her birthday and come to her for hugs whenever they
see her. She had a student recovering from leukemia and she taught her how to read. Shelby may
get students with challenging behaviors, but the connection she has with her students keeps her
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in the classroom. She sees the impact she has on her students, and she knows she is in the right
place.
Melissa is comfortable in her role as a teacher. She does not want a lot of control placed
on her except for the control she has in her own classroom where she can make a difference over
the kids that come into her room. “I’m not striving specifically for more. I just want what’s in my
general control to be the best that it can be every year with every new group.” Her teacher
identity is as a teacher that wants to have an impact on students. Melissa shared a story about a
student who was always sad. She asked him for a smile and then thanked him when he gave her
one. The student was so happy and visits her every day to smile at her. This student in not one of
Melissa’s students. Although she wants to be responsible for the kids who come into her
classroom, she can impact other students and that helps her know she is “in the right spot.”
Shannon self-reflects on making a difference for students. “In the beginning, I didn’t feel
like I was making a difference at all. I felt like I was just trying to keep my head above water.
And with experience, I feel like I’m making a big difference for these kids and I feel like I have a
lot to give to the school and the students and the other teachers.” Shannon practices growth
mindset with her students. The positive aspect of growth mindset has helped her to have
affirming thoughts about herself and her teaching. Additionally, the positivity she shares with her
students has made an impact on them. She has found that using positive words helps students
emotionally and socially. Her students tell her she is the most positive teacher they have ever
had, and she knows she made a positive impact on them. Her identity is as someone who has a
lot to give and can make an impact on students. Therefore, she plans on staying in the classroom
for the next fifteen or twenty years.
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Molly’s identity is that of someone who does not like to do things alone. “I don’t like
being out on my own. I don’t do well as a new person.” She needs an “anchor person” with her.
As she made more teacher friends, she became more comfortable doing things alone, but admits
to wanting to “puppy dog up” with her current grade level and always asks them to wait for her.
Her identity includes needing other people. Molly’s current students hold her accountable for
what she teaches them. If she tells them to work out, then they want to know if she works out.
They care about what time she leaves school and if she eats healthy meals because that is what
she asks them to do. The connection she has with her students impact her because they care
about her. Her identity may be that of a teacher that does not want to be alone and the connection
with her students provides her comfort in knowing she is not alone. Those connections are why
she remains teaching.
Mark has been teaching at the same school for sixteen years, he is well known and liked
by the school community. His identity includes being a male role model and doing what is best
for students. Teaching is exciting for him. He loves the “action” of the classroom. Mark feels
that as a male teacher, he is given male students who may have challenging behaviors but need a
male “father figure” in their lives. He enjoys working with these students and making
connections with them. Mark feels it is his responsibility to help these students and that is why
he remains in teaching. “I’ve had some frustrating times the last couple of years and things have
been going on. At the end of the day, I could not think of anything else to do besides being a
teacher.”
Nick has worked for a few administrators who made his working environment difficult
for him. At the five-star school he worked at, the administrator tried to have him removed from
her school. This took three years. Several false accusations were made against him and he was
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feeling bad about himself as not only a teacher, but a person. He was ready to give up his
teaching career. His professional identity during this time was that of a “low dirt bag.” His
confidence was affected, and he was not happy. When his professional identity was at its lowest,
he thought, “I’m not going to let her ruin my career.” He knew students always remember their
elementary teachers and he wanted to continue to be that special teacher. Nick transferred to
School F and went back to be a role model for his students. He jokes with them and adds lots of
humor to his teaching. Those connections with students are why he stays teaching. Although his
professional identity was negatively affected, the impact on students meant more to him so he
remained in the classroom. Table 23 lists components of the teachers’ self-evaluative identity
and the relationship to its connection with students. This relationship is circular in motion,
linking identity to retention.
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Table 23
Professional Identity and the Influence on Retention: Self-Evaluative and Student Connections__
Identity

Retention

Self-Evaluative
Lisa- I’m nerdy and goofy
and kids relate to me.
Shelby- I have strong
classroom management
Melissa- I want what’s in my
general control to be the best
it can be.
Shannon- I have a lot to give
students, other teachers, and
the school.
Molly- I don’t like doing
things alone.

Connections with Students
Better teacher for students
Positive Impact on Students
Impact on Students

Making a difference on others

Strong connections with
students; they care about her

Mark- It’s my responsibility
to help these kids, I get that.
Nick- I won’t let someone
ruin my career.

Role model for male students
Students need him in the
classroom

Optimistic and Student Connections. Optimism is part of each of these teachers’
identities. All teachers expressed hopefulness and confidence in their abilities to influence
students in a positive manner. Lisa’s school is “positive and everyone is friendly and enjoys
working there.” She is friends with other teachers at her school and has worked on building
better relationships with them. It makes her happy to have friends at work. This happiness
transfers over to her classroom. Lisa is happy with her students and enjoys making jokes and
“getting off topic talking about comic books.” Her happiness in her classroom allows her
students to relate to her. This is incredibly important to her. Her professional identity is to be a
better teacher for her students. That connection with her students is why she remains teaching.
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Part of Shelby’s identity is her insecurity. She admits to being hard on herself and
thinking she can do more to improve. Her optimism, however, is that she is now confident in
making decisions that affect her students and their learning. This confidence allows her to accept
that she is making a positive difference in her student’s lives. Making student connections is a
reason why Shelby remains teaching. When she has a student that she really connects with, it
makes every part of the job worth it to her. If she is confidant in making decisions that impact
her students, then she will make connections with them. Those connections help her to know she
will continue teaching.
Melissa wants students to have the support and help they need. Part of her optimism is
that she feels she is doing things right for her students and helping them to become the best
people they can be. By helping them, she makes connections with them. Her students show her
affection and come back to see her when they aren’t in her class anymore. Melissa thinks that the
“lightbulb” moments with her students are the best parts of teaching. When her students
suddenly “know it,” then she knows she has made a positive difference with them. For these
reasons, she doesn’t see herself leaving the classroom any time soon.
Shannon is confident that she is making a difference in her students’ lives. She is
important to her school community and her students. She does not allow herself to become down
about her job. When this happens, she stays optimistic and finds the positive components of
teaching which to her, are the students. She calls parents to discuss good things about their
student. She doesn’t only call with bad news. Sharing positive stories helps her feel connected to
her students and keeps her on a positive track about her teaching abilities. Shannon is optimistic
about having a lot to give to students, her school., and other teachers. To her, teaching is more
important than most jobs and that is why she doesn’t plan on leaving.
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Molly doesn’t just teach curriculum; she teaches life skills. Her role as a teacher is to help
her students “grow and be happy.” Her teaching provides students with opportunities to become
“better people.” Molly’s connection with her students keeps her optimistic about the teaching
profession and her own capabilities as a teacher. It is very important to Molly that her students
like her and that they know they can trust her. Student connections and her hopefulness about her
impact on their lives is a reason she continues to teach.
Mark is excited about teaching. The classroom has a lot of “action” and that is what he
enjoys. When he goes to work, he is curious about what his kids will do that day. It’s not always
good, but he looks forward to it. Mark is confident that he does what is best for his students and
gives them what they need to succeed. The connections to his students are very important to him.
He is confident that he will continue to create meaningful experiences for his students, and this
will keep him in the classroom.
Nick considers himself a role model for his students. They look up to him and he
embraces that responsibility. He teaches with a lot of humor and tells his students jokes. He is
optimistic that he has a positive impact on his students’ well-being and continues to make strong
connections with them. These connections are the reason he continues to teach. His confidence
in himself as someone that will better a student’s life assists him in building strong relationships
with his students. Table 24 provides examples of the teachers’ optimism and how that optimism
leads to connections with students. The connections with students are a reason for all these
teachers remaining in the profession and at their Title 1 schools.
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Table 24
Professional Identity and the Influence on Retention: Optimism and Student Connections______
Identity

Retention

Optimism
Lisa- Happy at work
Shelby-Confident in making
decisions that affect students

Student Connections
Makes jokes with students
Decisions have a positive
impact on students and their
learning
Students come back to see her
and offer affection

Melissa- Helps students
become best people they can
be
Shannon-Teaching is more
important than most jobs
Molly-Provides opportunities
for students to become better
people
Mark- Creates meaningful
experiences
Nick-Role model for students

Important to her school,
community, and her students
Students trust her

Gives students what they
need to succeed
Positive impact on students’
well-being

Commitment
Dedication and Relationships with Other Teachers. The teachers in this study are
dedicated to the teaching profession. Each teacher has overcome obstacles to either become a
teacher or to remain teaching. Dedication is a component of their professional identity.
Relationships with other teachers and connections with students contribute to their dedication.
These teachers value the relationships they have with other teachers and students and credit those
relationships with their retention.
Lisa stepped out of her comfort zone to build friendships with other teachers. Her
friendships make her happy to be at work. The support she receives from other teachers help
with her dedication to her students and the school. When she’s happy, she jokes with her students
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and allows herself to be “goofy.” Lisa is dedicated to being the best teacher she can for her
students.
Shelby relies on the relationships she has with other teachers. Her friendships are
important to her because they provide her with support that she needs as a teacher. The teachers
show her respect and treat her with kindness. The support she receives transfers over to her
students. Shelby’s friends encourage her when she has a tough day or needs help. The support
causes her to remember how important it is for her to touch a student’s life and build
connections. Shelby feels that she has a positive impact on her students and that dedication, as
well as relationships she builds, help her with retention.
Melissa is dedicated to her students. She knows she is making an impact on their lives
when they enter her classroom. The relationships she has with co-workers, “keeps her going.”
They get one another through bad days and always offer support to one and other. The support
helps her come back each day and impact student learning in a positive way. Her dedication to
her students, her school, and the teaching profession centers around the relationships she builds.
Shannon’s relationships with other teachers are a main reason she continues to teach. She
considers her co-workers a part of her community. Her dedication is not only to her students, but
other teachers. Shannon will not leave her school because she does not want to leave the students
or teachers. She oversees many things at her school such as the garden and some leadership
teams. These responsibilities are things that she does not want to turn away from or leave as a
burden for others. Her dedication to her school is a result of the relationships she has built there.
Molly is proud that all her best friends are teachers. They are inseparable and offer
support to one another. If she has a problem, she can turn to her teacher friends and they help
her. This support is beneficial to her dedication to her students. Molly is dedicated to helping her
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students become better people. Whether she is dealing with behavior issues of students or
figuring out how to teach an engaging lesson, she will find ways to do whatever is best for her
students. The support she receives from her best friends help with her dedication to her students’
success.
Mark’s relationships with his colleagues are important to him. He gets along with others
and they consider him a good friend. The teachers at his school support one and other and
consider one another family. This environment is positive for student success. Mark is dedicated
to “doing right” by all his students. He considers himself a role model for his students. The
happy environment that he has within his school community and the friendships he has built
impact his desire to remain teaching. The “family environment” aids with his own dedication to
the profession because he has a people that he can joke with, complain to, or just hang out with.
The school and the community are a huge part of his life.
Throughout Nick’s career, he has built relationships with colleagues. He taught at four
different schools but has close friends from all of them. Like Mark, Nick also considers himself a
role model for his students. He is dedicated to his students’ well-being and future. Nick worked
at a school with an unprecedented male teacher population. Here, he was able to see other male
teacher’s teaching styles. This helped him develop the style he wanted as a male teacher. He
developed a teaching style that helps his students feel cared for which helps him make strong
connections with them. The support he receives from past and current colleagues contribute to
his relationships with his students which supports his retention. Table 25 shows the relationships
between teacher dedication and relationships with other teachers. Each teacher discussed a part
of their identity that included dedication. As they discussed their relationships with other
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teachers, the connection between their dedication and their relationships was evident. All the
teachers said that relationships with other teachers contributed to their retention.

Table 25
Professional Identity and the Influence on Retention: Dedication and Relationships with Other
Teachers_____________________________________________________________________

Identity

Retention

Dedication

Relationships with Other
Teachers
Friendships that offer support
Encouragement when she has
a tough day
Support on tough days

Lisa- Best teacher I can be
Shelby-Important to touch a
student’s life
Melissa- Keeps coming back
each day
Shannon-Doesn’t want to
leave students or teachers
Molly- Finds ways to do what
is best for students

Her community
All her best friends are
teachers and offer support

Mark- Create a positive
learning environment
Nick- Impacting student’s
well-being and future

Family atmosphere
Helped develop teaching style

Dimensions of Contrast
The findings from the teachers with regards to the reasons they remain teaching in hard to
staff Title 1 schools and their professional identity have been thoroughly examined to answer the
research questions. However, using the componential analysis, additional findings were
discovered that can lead to future research about teacher identity as a means to teacher retention.

171

The seven teachers were placed in subgroups based on how many years they have been teaching.
Three teachers taught less than ten years, two teachers taught ten to fifteen years, and two
teachers taught over fifteen years. Curious to note; both teachers who have taught over fifteen
years are both male. The componential analysis indicated that some reasons teachers stay or how
their identity is developed was different based on how many years they had been teaching.
Teacher support was a significant aspect of teacher retention. The teachers said they had
a support system and that was important to them. However, when looking at all components of
the support system, it was very important to teachers who have taught less than ten years and
teachers who have taught over fifteen years. These two subgroups of teachers not only required a
support system, but they looked for support from their administration, the school community,
and their families. Both teachers who have taught between ten and fifteen years required a
support system and did not mention any of the other subcategories. Table 26 highlights the
patterns uncovered about teacher support.
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Table 26
Dimensions of contrast for Teacher Support Based on Years as a Teacher__________________
Cultural Domain

Reasons
Teachers
Stay
Teacher
Support
(External)
Support System

Dimensions of Contrast
Under 10 Years
1
2
3
Lisa
Shelby
Melissa

X

Administration
Support
School Climate

X

Family

X

X

X

X

X

10 to 15 Years
4
5
Shannon
Molly

X

X

X
X

Over 15 Years
6
7
Mark
Nick

X

X
X

X
X

Recognition was an area of teacher retention that was stated a few times by each teacher.
The male teachers both said recognition was very important to their retention. They looked for
respect as a teacher, being a role model, acceptance from their school community, recognition by
students and parents. It is unclear if this was important to them because they had been teaching
more than fifteen years or if it was because they are male. More research would need to be done
to study this. Table 27 features the patterns found about teacher recognition.
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Table 27
Dimensions of contrast for Teacher Recognition Based on Years as a Teacher_______________
Cultural Domain

Reasons
Teachers
Stay
Recognition
(External)
Respected as a
Teacher
Role Model for
Students
Acceptance from
School
Community
Students
Parent Requests

Dimensions of Contrast
Under 10 Years
1
2
3
Lisa
Shelby
Melissa

X

10 to 15 Years
4
5
Shannon
Molly

Over 15 Years
6
7
Mark
Nick

X

X

X

X

X

X

X

X
X

X

X

X

X

X

Relationships were an essential aspect of teacher retention. Teachers wanted to create
connections with students and build friendships with other teachers. Another area of
relationships was affection from students. The teacher who has taught the least amount of years
and both teachers over fifteen years did not discuss student affection as a reason for retention.
The four female teachers that have taught between nine and fourteen years all discussed affection
from students, student connections, and teacher relationships as being critical to their retention.
Some questions that arose from the data are, if the teacher who has taught six years is
uncomfortable with student affection because she is still somewhat of a new teacher or if she
does not feel affection is necessary in teaching? How is affection with students perceived by
male teachers? Nick discussed this briefly in his interview noting that he did not allow
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“bearhugs.” Mark did not talk about it. Table 28 illustrates the common patterns about teacher
relationships.

Table 28
Dimensions of contrast for Teacher Relationships Based on Years as a Teacher______________
Cultural Domain

Reasons
Teachers
Stay
Relationships

Dimensions of Contrast
Under 10 Years
1
2
3
Lisa
Shelby
Melissa

Affection from
Students

10 to 15 Years
4
5
Shannon
Molly

X

X

X

X

Over 15 Years
6
7
Mark
Nick

Impact and
Connections with
Students

X

X

X

X

X

X

X

Teachers I Work
With

X

X

X

X

X

X

X

Identity was looked at from an external and internal perspectives. Positive perception
included love and respect, trustworthiness, understanding of pedagogy, and being a friend. Most
teachers felt that being loved and respected was a part of their identity. The interesting
component to this is that the teachers from ten to fifteen years and the teachers from fifteen years
and over, discussed all areas of positive perception as a part of identity. The teachers who taught
ten years or less did not list every subcategory as a part of the identity. More research needs to be
done to study teachers with less than ten years of teaching experience and the influence of
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positive perception on their identity in order to discover whether teachers are uncomfortable in
the early parts of their careers that they don’t feel confident of positive feedback? Or, are the
teachers with more experience simply more confident in their abilities and trust that there is a
positive perception about their teaching? Table 29 highlights the patterns uncovered about
positive perception.

Table 29
Dimensions of contrast for Positive Perception Based on Years as a Teacher_______________
Cultural Domain

Identity

Dimensions of Contrast

1
Lisa

Positive
Perception
(External)
Loved/Respected

X

Trustworthy

X

Understands
Pedagogy
Friend

Under 10 Years
2
3
Shelby
Melissa

X

X

X
X

10 to 15 Years
4
5
Shannon Molly

Over 15 Years
6
7
Mark
Nick

X

X

X

X

X

X

X

X

X

X

X

X

X

X

Negative perceptions contributed to all these teachers’ identities. Unrealistic expectations
and ineffective administrators were a factor for most of the teachers. The interesting finding from
this subcategory was that the teacher who has taught the least amount of years did not discuss
being disrespected or having unrealistic expectations as a part of her identity. This produces
some future research questions: Why does the newest teacher in this case study not attribute
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these factors to her identity? Does it have to do with having the least experience as a teacher, so
she is not focused much on other’s perceptions? Or, is it because of her own personality that she
does not allow negativity into her identity? The teacher who has taught at the same school for
sixteen years did not feel disrespected or that he had ineffective administrators. The questions
that arise about his situation are: Does remaining at the same school during your entire career
help with feeling respected? How do teachers overcome administrative changes while remaining
at the same school? How does a teacher’s personality contribute to their identity? Table 30
features common patterns from the teachers about negative perception.

Table 30
Dimensions of contrast for Negative Perception Based on Years as a Teacher_______________
Cultural Domain

Identity
Negative
Perception
(External
Disrespected
(Society)
Unrealistic
Expectations
Ineffective
Administrators

Dimensions of Contrast
Under 10 Years
1
2
3
Lisa
Shelby
Melissa

X

10 to 15 Years
4
5
Shannon Molly

X

X

X

X

X

X

X

X

X

X

Over 15 Years
6
7
Mark
Nick

X

X
X

X
X

Self-image supports teachers’ identities. This subcategory was discussed by all teachers
and appears to have an impact on how they view themselves as teachers. Every teacher was selfevaluative, and optimistic. Three teachers used inner voice to describe how they talked
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themselves into continue teaching or motivated themselves to be better teachers. Inner voice was
used to describe how teachers talk themselves into continuing with teaching or motivating
themselves to be the best teachers they can be. The teachers teaching the least amount of time
attributed inner voice to their identity and the teacher who taught for sixteen years at the same
school did as well. How important is it for teachers with less than ten years of teaching
experience to reassure themselves about their teaching abilities? Do teachers with less than ten
years’ experience need to have self- motivation skills? Is one reason teachers remain teaching
over fifteen years because they have a positive self-image and know how to self-motivate? Table
31 shows the patterns about teachers’ self-image.

Table 31
Dimensions of contrast for Self-Image Based on Years as a Teacher______________________
Cultural Domain

Identity

Dimensions of Contrast
Under 10 Years
1
2
3
Lisa
Shelby
Melissa

10 to 15 Years
4
5
Shannon Molly

Over 15 Years
6
7
Mark
Nick

Self-Image
Inner voice

X

X

X

Self-Evaluative

X

X

X

X

X

X

X

Optimistic

X

X

X

X

X

X

X

For all these teachers, commitment was a part of their identity. Every teacher had
dedication as a part of who they were as teachers. Another category was being a professional.
One female teacher did not discuss being a professional as a part of her identity and both male
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teachers did not discuss it. The female teacher that did not discuss this area specifically said that
she “was not specifically striving for more.” It would be interesting to know if this is why she
did not consider being professional as a part of her identity. She is committed to her students and
her classroom, but she did not discuss this as a component of who she is as a teacher. Questions
arise about the two male teachers who have both been teaching for over fifteen years. Is it
because they have been teaching so long, they don’t discuss professionalism as a part of their
identity? Or, is it a difference between male and female teachers? Table 32 displays patterns
about teacher commitment.

Table 32
Dimensions of contrast for Commitment Based on Years as a Teacher______________________
Cultural Domain

Identity

Dimensions of Contrast
Under 10 Years
1
2
3
Lisa
Shelby
Melissa

10 to 15 Years
4
5
Shannon Molly

Over 15 Years
6
7
Mark
Nick

Commitment
Dedication

X

X

Professional

X

X

X

X

X

X

X

X

X

The original analysis looked at each teacher as an individual and then as a group. Using
dimensions of contrast, teachers were broken up into three distinct groups: teachers who have
taught under ten years, teacher who have taught ten to fifteen years, and teachers who have
taught over fifteen years. The purpose of this additional lens was to dig deeper into the cultural
scene of Title 1 teachers who have taught more than five years and investigate if their years
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teaching produced additional patterns for retention and identity construction. It revealed that
teachers with less than ten years teaching experience look for and need continuous support. They
search for it at school, with their administrator, teachers and friends, and their families. Teachers
with less than ten years teaching consider relationships a key component to their retention. The
relationships between not only their students, but other teachers are necessary to them for
retention. Teachers who have taught between ten and fifteen years also considered relationships
important to their retention. These teachers discussed affection from their students as a
component of their relationships. They love the hugs and smiles that come from students.
Teachers who have taught more than fifteen years consider recognition a key component to their
retention. Being a role model to students and having parents request them as teachers for their
kids made a difference to them and their desire to remain teaching. These teachers indicated that
relationships were essential to their retention.
When it came to identity, positive perception impacted teachers ten years and over. After
ten years, teachers want to be respected, trustworthy, known for understanding pedagogy and
considered a friend. Negative perception appears to affect teachers at any time during their
teaching careers because no matter how long they have taught, they felt that negative perception
had affected their identity. Feelings are also an attribute of all the teachers’ identity. Self-image
was a part of the newer teachers’ identity, but a teacher who has taught over fifteen years also
identified self-image as a substantial part of his identity. Commitment was an element of all the
teachers’ identities. Table 33 shows the common patterns about teachers’ feelings which
influence their identity and retention.
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Table 33
Dimensions of contrast for Feelings Based on Years as a Teacher_________________________
Cultural Domain

Identity

Dimensions of Contrast
Under 10 Years
1
2
3
Lisa
Shelby
Melissa

Feelings
(Internal)
Insecurity

X

X

Emotions

X

X

Perseverance

X

X

10 to 15 Years
4
5
Shannon Molly

Over 15 Years
6
7
Mark
Nick

X

X

X

X

X

X

X

X

X

X

X

X

X

Summary
Data obtained in these case studies identified factors that influence teachers’ decisions to
remain teaching in a Title 1, hard to staff school in the Southwest School District (SSD). The
data also found how teacher’s identities are constructed, challenged, and modified during their
careers. Data was collected and analyzed to reveal a cultural scene. The cultural scene showcased
the experiences and relationships of teachers who have worked at a Title 1 school for more than
five years. The cultural domains created for the cultural scene were Reasons Teachers Stay and
Identity. Each domain uncovered several subcategories. These categories were used to show
semantic relationships between the domain and the subcategories. From this analysis, a
taxonomy was created to examine the relationships between categories within the cultural
domain. This method uncovered answers to the three research questions posed in this study as
was described in this chapter.
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CHAPTER V
Summary
Teacher turnover is a significant phenomenon and a dominant factor driving demand for
new teachers. The issues of teacher turnover and teacher retention have been ongoing for many
years and are not likely to be resolved quickly. High teacher turnover rates negatively impact
student achievement and are a disruption to not only students, but teachers at schools with a high
turnover rate. Teacher shortages result in larger class sizes, less extracurricular activities for
students, hiring of less qualified or unqualified teachers, and a high demand for substitute
teachers. Retaining qualified teachers in the classroom is essential for student success. The
purpose of this study was to identify why teachers with five or more years of experience in a
Title 1, hard to staff school remain teaching there and how their professional identity contributes
to that decision. Three research questions guided this study. The first research question that was
answered was:
1. What reasons do teachers with five or more years of experience in a Title 1, hard to
staff school attribute to their retention at the schools and in the profession?
The teachers in this case study appear to be happy teaching at their schools and have a
positive outlook on the profession. They are enthusiastic when they talk about their students,
colleagues, schools, and their administrative teams. There were several reasons they remained
teaching at Title 1 schools as was uncovered in the componential analysis: teacher support,
recognition, perseverance, relationships, and commitment were the main areas of importance to
these teachers. Additionally, the taxonomy identified subsets of each category. Teachers
identified support as having a support system, administrative support, school climate and support
from family members. Recognition for these teachers was feeling respected as a teacher, being a
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role model for students, acceptance from the school community, and parent requests for them to
teach their children. When the teachers discussed perseverance, they mentioned teacher efficacy,
determination and “student breakthroughs.” The areas of relationships that influenced their
retention were affection from students, impact and connections with students and teachers they
worked with. The commitment the teachers have comes from their emotions as well as wanting
“nothing else.” In talking to the teachers, they discussed how they are committed because there is
“nothing else but teaching for me.”
The second research question answered was:
2. How are teacher’s identities constructed, challenged, and modified through their inservice teaching profession?
The teachers did not specifically say how their identities were constructed, challenged, or
modified during their careers; many of them could not define professional identity in teaching.
However, their stories reflected several factors that influenced their identity development over
the course of their professional careers. They shared similar stories and consistent ideas were
found that contributed to their identity development: positive perception, negative perception,
personal feelings, self-image, and commitment were all a part of their identity. The taxonomy
once again, found additional subsets for each category. Teacher considered positive perception as
being loved and/or respected, being trustworthy, understands pedagogy and considered a friend.
The negative perceptions were felling disrespected by society, unrealistic expectations, and
ineffective administrators who affected their self-confidence as teachers. The feelings the
teachers discussed were insecurity, feeling emotional, and their perseverance. Self-image
included their inner voice, being self-evaluative, and being optimistic. Their commitment came
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from their dedication and feeling professional. Each of these subsets were all found to construct,
challenge, and modify these teachers’ identity.
The third research question answered was:
3. How (or in what ways) does professional identity influence teacher retention?
Teachers discussed several factors that influenced their retention and through those stories,
their identities were discovered. Teachers shared stories of the importance of feeling loved and
respected by students, parents, colleagues, and administration. A significant reason that teachers
remain teaching is due to a supportive administration. The stories about the supportive
administration and feeling respected overlapped. The teachers did a lot of self-evaluation and
during their toughest times on themselves, they found ways to make connections with students.
Even at times when their identity was that of an ineffective teacher, they felt like they were
making an impact on the students’ lives, so they remained in teaching. These teachers could be
critical about their teaching, but they always remained optimistic. The optimism came from the
relationships they had with their students. Self-evaluative and optimism were two different
components of their identity and both connected with student relationships. Student relationships
was a reason for their retention. The teachers are all dedicated to teaching and the students. That
part of their identity was evident. The interesting part was that many of their stories credited
relationships with other teachers as a main factor to their dedication. The support they receive
from other teachers and their friendships play a critical role in their retention.
Two themes that arose in both identity and retention were emotions and perseverance. Each
teacher discussed their emotions with regards to their identity and as a reason they remain
teaching. Additionally, perseverance was a part of who they are and a reason they are still
teaching today. All the stories were interwoven with perseverance and emotions and appear to be
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a part of the teachers’ identities which could influence their retention. The themes revealed the
personal aspect of teaching and how it is incorporated in teacher’s personal identity.
Professional identity has an influence on retention, but retention also has an influence on
identity. These factors appear to be dependent on one another. For example, teachers discussed
being loved and respected as a part of their identity. They also said that supportive administration
was a reason for their retention. The teachers felt respected when their administrators
complimented them, asked them for help, and gave them more responsibility within the school.
This respect became a part of their identity. That identity of being respected contributed to their
retention. So, the interactions between these factors contributed to both identity and retention.
Self-evaluation was a part of their identity and their connection with students was a
reason for their retention. Many of the teachers self-evaluated themselves and many felt they
weren’t “good enough” or “not a good teacher.” During this self-evaluation, they were still
making connections with students and they realized the positive impact they were having. That
would cause their self-evaluation to have some optimistic aspects to it. The connections with
students, which is a reason for retention, also helped with their self-evaluations. The selfevaluations caused them to want to be better teachers for students which helped them make
student connections. Once again, their identity and reasons for retention supported one another.
Teacher optimism was influenced by connections with students. Teachers were optimistic that
they could impact student learning, behavior, and help students become better people. The
connections they had with students provided them with this optimism and the optimism helped
them connect with their students.
The teachers’ identities included dedication to not only students, but their schools and
other teachers. The relationships they built with other teachers contributed to their retention. The
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teachers discussed, in depth, the relationships and friendships they had with other teachers.
Several of them specifically stated that they remained teaching because of the relationships they
have with other teachers. Their dedication comes from the support they have from other teachers
and these relationships lead to their dedication and retention. The continuous occurrences
between dedication and relationships with other teachers consistently support one another. For
the teachers in this study, professional identity influences retention, but the reasons for retention
support professional identity.
To reiterate, the purpose of this study was to identify why teachers with five or more
years of experience in Title 1 schools remain teaching there and how their professional identity
contributes to that decision. I completed a literature review, conducted seven case studies,
analyzed data, and found that the major components of teacher retention are:
•

A strong support system

•

Perseverance

•

Impact on and connections with students

•

Relationships with other teachers

•

Emotions

The most significant factors that influence teacher’s professional identity are:
•

Emotions

•

Perseverance

•

Dedication

Professional identity has an impact on teacher retention; however, it is a circular influence
meaning, retention also influences professional identity.
•

Love/Respect and Administrative Support
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•

Emotions

•

Perseverance

•

Self-evaluation and Connections with students

•

Optimistic and Connections with students

•

Dedication and Relationships with other teachers

The participants in this study told remarkable stories about their teaching careers.
Teachers had a unique way of sharing their stories and focused on areas that were significant to
them. Despite their individual styles, they majority of their stories had common themes which fit
into their cultural scene as Title 1 teachers. The teachers at SSD are content with their school and
their careers because of the impact they have on students, their relationships with other teachers
and the support they receive. Even though they are happy, there are aspects of teaching at their
Title 1 school that does not make them happy. Such as, too much paperwork, excessive testing of
students, lack of time, and student behaviors in which discipline is too lenient. However, the
teachers can separate the areas of teaching that they do not like or have control over with the
students and their colleagues.
The professional identity of these teachers is very personal. The strongest components of
their identity formation are their emotions, perseverance, and dedication. Each teacher defined
professional identity through their stories and personal experiences. While none of them gave a
concrete definition about what professional identity means or even what their professional
identity is, their stories brought out who they are not only as teachers, but as people. Their
identity development was of a social and emotional aspect. Teaching is not only a professional
career, but a personal one according to this study. It is additionally clear that teaching is quite
personal when the teachers’ main reasons for retention include support, relationships, and their
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own emotions. Many of these teachers knew they would become teachers at a very young age
and others knew it was where they belonged once they were around students. This personal
aspect of their identity has impacted their longevity as teachers.
Vygotsky (1978) framed identity as a situational dynamic process of individuals
developing conceptions of themselves as rational beings over time. More recent studies defined
identity using sociocultural theory as, “a loose cluster of complementary, sometimes competing,
contributions from social psychology, social anthropology, sociolinguistics, and philosophy that
focus on the self in practice; on the various interdependencies among person, context, history,
and others; and on the situated, continuous nature of self-development” (Olsen, 2008, p. 4).
Teachers who identify with their teaching role are emotionally attached to this role, and it
informs their worldview (Holland & Lachicotte, 2007). When one becomes emotionally attached
to the teacher role, that role becomes part of who that person is; it becomes an organizing
element in teachers’ lives (Akkerman & Meijer, 2011). The development of a teacher identity is
an ongoing process of interpretation and reinterpretation of who one considers oneself to be and
who one would like to become (Beijaard, Meijer & Verloop, 2004).
This study utilized sociocultural theory as a lens to view teacher identity. As stated
previously, many of the teachers in this study did not have a definite definition of professional
identity, but they talked about many emotions about teaching. Emotions were not only a
component of their identity, but of their retention. The social aspect of teaching was significant
to constructing, challenging, and modifying the teachers’ professional identity. Teaching is
incorporated in teachers’ personal identity. It is a personal profession. The characteristics of each
teacher’s personality influences their identity which affects their retention. The personal nature
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of the profession causes the teacher’s professional identity to promote retention and allows
reasons for retention to influence their identity.
Recommendations
The summary about teacher retention and how professional identity is constructed,
challenged, and modified should help readers understand the nature of my recommendations.
The study was conducted to add to the body of knowledge about teacher retention in Title 1, hard
to staff schools and the professional identity of teachers who have taught for five years or more.
The hope is to not only help in-service teachers, but to add to teacher education programs to
prepare new teachers entering the field. I make the following recommendations based on my
research and my knowledge as an elementary teacher and a teacher educator.
•

Teacher education programs should help prepare preservice teachers about the
social and emotional aspects of teaching. Many programs discuss teaching
philosophies, but the preservice teachers are not asked to look at the social and
emotional aspects of teaching. Personal conflicts arise, and teachers react
differently based on their personalities. Helping future teachers learn how to deal
with personal conflicts and their own emotions could possibly better prepare them
for many of the challenges associated with teaching. Teacher education courses
can consider providing teaching scenarios that describe some of the social and
emotional aspects of teaching and require students to react and discuss possible
solutions during coursework. Helping students understand the social and
emotional aspect of teaching could begin contributing to their own professional
identity of who they want to be and who they are as teachers. Understanding their
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own identities prior to entering the profession could help prepare them for many
of the challenges associated with teaching.
•

Teacher education programs should provide opportunities for preservice teachers
to learn about personalities. Teachers deal with many types of people from
administrators, colleagues, parents, and of course, students. Educators can prepare
teachers to adjust or modify their personal opinions in order to deal with people
that may prove difficult to work with or for. Perhaps offering not only educational
psychology, but human behavior or personality psychology to preservice teachers
could prepare them for dealing with others.

•

Administrators should get to know their teachers on a personal level in order to
offer support. The support from administrators has been shown to increase a
positive professional identity. However, administrative support means different
things to each teacher as the teachers in this study demonstrated. If administrators
take the time to know each teacher on a more personal level, they might be able to
better support their needs. This support creates a positive school climate which
promotes a positive professional identity for teachers and leads to retention at
schools. Support is critical to teacher retention as shown in this study. Educating
administrators about how to support teachers is necessary if schools are to solve
the retention problem.

•

Teachers should be taught how to self-evaluate and reflect on their
professionalism. The teachers in this study showed that teaching can have a
negative influence on their self-esteem. It is important that teachers learn how to
self-evaluate from a positive perspective. Multiple times in their careers, these
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teachers told themselves they were not good teachers or not the teacher they
thought they should be. It took many years for them to accept or even admit that
they were valuable teachers. The demanding aspect of teaching is difficult enough
without teachers negatively self-evaluating themselves about being ineffective.
During the beginning of their careers, it is critical that they feel valuable in order
to support their retention. Perhaps having supportive, informal meetings for
teachers who have taught for less than five years to support and help one another.
Instead of asking what they need help with or what isn’t working, teachers could
come to each meeting with something positive they are doing as a teacher. This
would not only help them develop a positive professional identity, but the support
they would have with one another could offer other important components to
retention; support and friendship.
•

What was found in this study could support the design for a larger study with
more subjects. This study was limited to seven, white teachers within SSD. A
larger study could provide additional data which could offer more information
about how teachers construct their identities and how that influences their
retention. This study did not have teachers of color as none fit the criteria during
recruitment. A larger study could ensure that teachers of color were represented.
Additionally, there were some discrepancies between the female and male
teachers’ stories. A larger study could uncover differences between female and
male professional identity. The male teachers in this study have been teaching for
over fifteen years. The teaching profession is predominately female, but male
teachers who are in the classroom, may have other motivating factors for their
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retention. Additional research could examine their commitment and possibly not
only retain male teachers but recruit them.
This qualitative case study about teacher retention and professional identity and the
influence professional identity has on retention in Title 1, hard to staff schools has generated
important data that can be used for school districts and teacher education programs. The findings
from the study provided multiple reasons why teachers remain in the classroom as well as how
they construct their professional identities during their careers. The findings suggest that identity
and reasons teachers stay teaching are closely related and are dependent on one another.
Additional questions have arisen from the data and analysis which could lead to future studies.
More research is recommended in the following areas:
•

Conduct a study and compare the identity development of male and female
teachers.

•

Research and study how affection with students is perceived by male teachers as
opposed to female teachers and the effects on student teacher relationships.

•

Examine positive and negative perceptions on teachers based on the number of
years they have taught.

•

Conduct a study about how a teacher’s personality contributes to their identity.
Conclusion

Teacher turnover impacts student achievement especially for students in Title 1, hard to
staff schools. Schools that are unable to maintain highly effective teachers are unable to provide
all students with an equitable and quality education. Teacher retention is essential to student
success. The personal nature of teaching requires teachers to have strong relationships with
colleagues, administrators, and students. Teachers need to feel supported, respected, and valued
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to develop a strong, positive professional identity as a teacher. Professional identity is important
to teacher retention at not only a Title 1 school, but for the teaching profession.
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APPENDIX A
INTERVIEW PROTOCOL-A CASE STUDY OF TEACHER RETENTION IN TITLE 1
SCHOOLS
Time of interview:
Date:
Place:
Interviewee:
1. Please draw a timeline from the first moment you knew you waned to become a
teacher to where you are today. In the timeline, represent your most successful school
years and your most difficult. Tell me about these school years.
2. Tell me your story about becoming a teacher. Why did you become a teacher?
3. What kind of relationships have you built as a teacher inside and outside of school?
4. Do you have an “a-ha” moment about when you knew you were a teacher, and can
you tell me about that?
5. What do you find to be the most rewarding aspect of teaching and who or what plays
a role in that?
6. What is the most challenging aspect about teaching and who or what plays a role in
that? How do you overcome the challenges?
7. What does teacher identity mean to you, if anything?
8. Discuss the relationships you have with your students, mentors, other teachers,
administration, and/or parents.
9. Tell me about teaching at (name of school) and why you have chosen to remain there.
10. Reconstruct a typical school day for you.
11. Have your relationships or experiences contributed to your personal or professional
identity? How?
12. Given what you have discussed in this interview, where do you see yourself
professionally in the future?
13. Given what you have said about your teaching career now, how do you understand
your professional identity in your life?
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14. Does your professional identity impact your desire to remain teaching? Why or why
not?
APPENDIX B
DOMAIN ANALYSIS WORKSHEET
1. Semantic Relationship: Strict Inclusion
2. Form: x (is a kind of) y
3. 3. Example: An oak (is a kind of) tree

Included Terms
Support
Recognition
Perseverance
Relationships
Commitment

Semantic Relationship

Included Terms
Perception (positive &
negative)
Feelings
Self-Image
Commitment

Semantic Relationship

is a kind of

is a kind of
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Cover Term
Reasons Teachers Stay

Cover Term

Identity

APPENDIX C
TAXONOMY OF INSERVICE TEACHERS’ REASONS FOR REMAINING IN THE
PROFESSION
External Reasons
1. Teacher Support
1.1 Support System
1.2 Administration Support
1.3 School Climate
1.4 Family

2. Recognition
2.1 Respected as a Teacher
2.2 Role Model for Students
2.3 Acceptance from School Community
2.4 Students
2.5 Parent Requests
Internal Reasons
1. Perseverance
1.1 Teacher Efficacy
1.2 Won’t Give Up
1.3 Student Breakthroughs
1.4 Determination

2. Relationships
2.1 Affection from Students
2.2 Impact and Connections with Students
2.3 Teachers I Work With
3. Commitment
3.1 Emotions
3.2 Dream Job
3.3 Nothing Else
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APPENDIX D
TAXONOMY OF INSERVICE TEACHERS’ IDENTITY DEVELOPMENT

External (How others see me)
1. Positive Perception
1.1 Loved/Respected
1.2 Trustworthy
1.3 Understands Pedagogy
1.4 Friend
2. Negative Perception
2.1 Disrespected (Society)
2.2 Unrealistic Expectations
2.3 Ineffective Administrators

Internal (How I see me)
1. Feelings
1.1 Insecurity
1.2 Distraught/Emotional
1.3 Perseverance
2. Self-Image
2.1 Inner Voice
2.2 Self-Evaluative
2.3 Optimistic
3. Commitment
3.1 Dedication
3.2 Professional
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